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ABSTRACT )
Because of its own concern about the effectiveness of
public 2ducation in New Brunswick and in response to a similar
concern expressed by different community groups, the New-Bfunswick
Board of Education engaged the Institute of Field Studies 6f Teachers
College, .Columbia Unlversity to study its educational system and
directed it -to examine the following educational areas: (1) The
general nature and quality of education in New Brunswick's public
schools. (2) The educational process and its effectiveness in meeting
the ‘educational objectives as defined by the school system and its
communities. (3) The. effectiveness of current innovative and
experimental efforts in raising the quality of student life and
achievement. (4) The appropriateness of existing edacational programs
as they relate to the specific needs of black and Puerto Rican
students. (5) The educational development of ethnic minorities within
the New Brunswick school system. (6) Human relations within the
‘'schools and the educational environment. (7) Changes in the school
.system that may provide a basis from which the educational needs of
Black andsPuerto Rican students can be more effectively met. There
were several methodological aspects of the study. All of them had
,some relationship to either data collection, .instrumentation, sample
selection, or data treatment and presentation. (Author/JH)
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PREFACE

-

One of the major problems of current American society is its lack ot con=-

census on the purposes of public education. Most, if not all, statements of

public education aims are limited in definition and fail to reflect the broad range T

-

of educational expectations held by many and varied interests which place heavy

and different responsibilities upon the public schools. The inability of American
e : l

-

society, particularly in recent years, to develop and operationalize a set of edu-

catioral goals and objectives--goals which are conflict-free and speak to the

P Te S &

: “
expectations and aspirations of an extreme diversity among public school pdttici-
- L] F;/

N
'

pants--has often made educational goal-setting for universal acceptance in the

»

public school arena a seemingly impossible task. »

Educational aims of public schools have been formulated by educators,

citizen committees, legislatures, courts, special interest groups, ‘and a host of
others who have been concerned with public schooling==in spite éf these effort;; ’ '
a common understanding of why public schools exist has not emerged. It may well

be the variance factor among those concerned about public education that has

served to impede the development of a generally accepted definition of public school
purposes. This circumstance, fo some extent, has caused various school systems to
f
move in different directions. ' -
f
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This study does not give particular attention to the broad c;fms of public
education nor does it'attempt to cc;n.:.truc" 1 case fo‘r the need to develop a common ’
and widely acceptable set of. educational gools. A limited discussion of these
issues was apgropriate, nonet‘lieless, if we are to und.e’rstand‘ that educational goals
should be viewed along;ide educational exp'ectaﬁons, which come into focus with
as much variance as do educational aims themselves. What this clearly suggests is
that the findings of an evaluative study of public education processes and outcomes
will probably have different meanings for those who have different expecfa;ions of
public school experiences. |

The commonly accepted notion that "school is everybody's business" has
somehow pressed many public schoql systems into assuming certain postures or
establishing a graat variety of different programs and activities which serve the ends
of different individuals and groups. The difference oftentimes represents a separation
in the educational goals and expectations of the various school publics to which the
school system may or may not choose to respond. Consequently, the judgements that
are made about the effectiveness of public schools or the appropriateness of their
progmr’ns tend to represent particular value sets and are based upon the extent to
which schools have responded to idosyncratic needs or have met the goals and
expectations which are perceived as being particularly appropriate by one or more

of the many school publics.

Y o~

The school system, as a social and public agency, has several publics which
not only include young people and their parents, but others such as professional

groups, employers, labor unions, governmental agencies at all levels, civic

s 0,-
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organizations, business enterprises, and religious institutions. Included also are
different racial and ethnic groups, socvial and economic classes, and people or

organizations of opposing or similar political persuasions. AII of these may have
some common expectations of the public schools, but each‘ will tend to have a !

particular set of expectatioris which is compatible with its special interests. 1t is

the special interests of various aublics that invariably cause publicischool systems

P

to be confronted with a variety of special demands which are often translated or
.fransformed into public goals.

> In our assessment of educational effectiveness in public schools, we usually

! .
’

associate success, or the lack of it, with student learning and the process by which
it can be achieved. School systems, however, in responding to special interest

demands are frequently involved in school functions and resultant outcomes which

!
scarcely relate to learning, Whether we accept the fact or not, the public school

is a political institution which exists in a political and competitive arena. As it

inteiccts with the various elements of its community, it either deliberately or inad-

vertently plays a political role. As a political e'ntify, the public school finds itself

in competition with other such agencies and each of them must compete for resources,

2.

status, and the power of influence. The degree of this competitiori-will, of co;xfse '

vary from one school district to another, but as each of them competes, they generally

————— Az e 2T e

engage themselves in activities which provide outcomes not directly related to student

-

education but which serve as measures of school system effectiveness.

Aacwen . ELBV




) In our study of the New Brunswick Public Schools, we have been conscious
of some sarious publics with which the school system must interact. It has been
clear to us that while there are some expectations that all school participants have
in common, there are also some which speak to the special needs or concerns of
particular individuals and groups. As we began to understand th;a nature of our
studied population, we realized that our evaluation of the public schools might be
interpreted and given significance in tems of how ‘it related to different sets of goals
and outcomes perceived as being appropriate by different componer:ts of the school
system's constituency . )

In evaluating the Néw Brunswick school system, we have tried to mainiain an
unbiased posture in our research design, data collection, data analyses, and
S, -

suggestions for change. We have understood very clearly that tiie most accurate

assessments are mcre likely to occur when findings result from an objective approach

s &

which is related to approoriate goals. Many of the standards of effectiveness used in |

this study were those established by the schools themselves and were reflected in the

_ expected outcomes of programs and activities. Other standards were developed from

N

D

\ . . . . " .
d\normative frame which was common to similar school districts and which, to some
. :

3

y ' ,
extent, evolved out of the research team's background, experience, and research-

based\expectaﬁons.
Many school districts, particularly those with a racially-mixed clientgroup,

are often reluctdnt to allow external agencies to make a long and critical evaluation

A e e e -
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of their educational process or to focus on differential treatment of students along

-

racial and cultural-lines. The New Brunswick Board of Education, the Superin-
_tendent of Schools, and a number of other school participants are to be commended

for being unafraid to open discussion on some of their general educational problems

4

LY o&d . * . — ""‘ . L
; as well as some specific ones which stem from ethnic and social=glass dlve\rsny
A

- ; Oscar D, Cotton
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CHAPTER |
INTRODUCTION
New Brunswick, like many other American municipalities, is faced with a
-number of problems which have come to be generally associated with the changing
. character of today's central cities. Some of these problems have been related to-
changes in the ethnic and racial composition of urban districts and, still others, with
. thée emergapce of new and different role perceptions of city dwellers and more parti-

cularized expectations of the several social and economic groups which comprise

city populations. The stress and concerns generated by these changing circumstances

are nowhere more obvious than in the public schools where pressure is continously
exerted to have these institutions better serve the variety of needs and intérests of

-

their heterogenous constituencies.

L . B Rationale for the Study

J

T

Understanding the requirements of its varied student clientele and wanting fo

. - [ .
. know the extent to which they were being met, Thé New Brunswick Beard of Educa-

- - ittty

tion, the Superintendent of New Brunswick ﬁiubliic sch vols, the Black Home and '
v | V‘ ‘
*School Organization, and the New Brunswick Branch ot the Urban Ledgue mutudlly
" agreed that it would be beneficial to cpndu;t an evaluative study of the educational

process in New Brunswick's public schools, They indicated that such a study should

consider an assessment of the schools' responsiveness to the needs of the larger school

. . N + -

se .
o « N \ '26
.




.

population, but needed to' concentrate on the particular needs of black and Puerto
s 1

. ’
. .
~

Rican students. .. .

7 § .
Because of,its own concern about the effectiveness of public education in New

i . . .

Brunswick and in response to a similar concern 2xpressed by different community

S~

“~

, % . . o
groups, the New Brunswick Board of Education engaged the Institute of Field Studies

of Teachers College, Columbia University to study its educational*system and directed o
N s o ‘ 3 . LA
. : G Ve [

it to examine the following educational areas: oo
r 4 » . TN
L . .

l. The generql nature and quality of educahon in New Brunswu:k s N ., -

public schools T : ‘ o o
2.  The educational process and its effectiveness in meetinig the - . .
. educational objectives as defined by the school system and its

, . communmes . T . ] ’ ;

~ \ .

- N .
. . —

” ¢

3. The effectiveness of current mnpvahve and experimental efforts
in raising the quality of student'! ife and achievement. .

4.  The appropriateness of existing educatior;al programs as they relate
to the specnflc needs of black and Puerto Rizan studenfs '

5. .The educational development of ethnic mmonJes\ltP.m the New
. Brunswick school system

v

6.  Human reations within the schools and the educational environment
¢ N R
7.  Changes in the school system that may provide a basis from which. the
. eduzational needs of black and Puerto Rican students can be more - e

effectively met . L -

The directive of the Board of ducation was interpreted as a request ‘to examine

¢ .

and provide recommendations for improving the educational process and outcomes,
P 4
human relations inthe sc'noo!s, special educational progrOms,'and parent attif-ude%
. \ « ) ot
and perceptions related..to the schools. These areas of concern of course, overlapped

< .
> .

-
*

but each of them had a particular focus. Collectiveiy, they seemed broad enough to

. | . : - 27




address all of the issues raised by the Board.

¥ " Research Methodology ,

.

There were several methodological aspects of the study; somé of them are

explained in different sections of the report, All of them had some relationship
i to either data collechon, instrumentation, sample selection, or data treatment ard
- bl ‘\ ~ > H
{ . presenta¥ion. - )
$ A ? N
,

‘ Data Collechon . \ e e X
8 - * ,
{ A large pclrt ‘of the data was collected through the use of queshonnalres. A

o

-
e,
Bt

separate and dlfferent questionnaire was administered to each of the participant

]

_groups: secondary sch“ool;students, intermediate school students, elementary school

i

teachers,. intermediate and secondary school teachers, building principals, and

parents: | : o .-

A list of selected students in each of the secondary and intermediate schools
was sent to the respective school principals along with information regarding the pur-
:' to report to a designated "h;sting“ room for the purpose of responding to the question=-
* naire. Arrangements for scheduling the student survey were left entirely up to the
school ac{mir;isirators, bul:‘the task‘ of admir;iste‘ring the instrument was the responsi-
bility of research team members. Questionnaires for the sc. s’ professional staffs

were given to an assistant Superintendent of Schools who assumed responsibility for

distributing the instruments and collecting them when they we@e completéd . New

<8

|
" . pose and time of the survey. A request was made that sampled students be required




t

Br 1swick residents, whe had been trained to administer questionnaires by the

e 1

‘teseach team, were employed to survey selected parents. They scheduled appoint-

ments with the sampled households and were responsible for securing completed parent

2 survey instruments.,

* the seiected participants available for interviews.

Another part of \the data was gathered through the employment of structured
interviews with studgnts and school p;oﬂf,essionqls. léterview s‘cheduleé‘were devel-
;ped in prepﬁration for this and schoo! principals assumed responsibility for making
\

Statistical data from school records.were collected by school officials. An
assistant superintendent coordinated these:efforts and made %nt‘ernal assignments of

§ ) . "'""_L— .
responsibility to insure that the requested information was made available to the

study group.

The Data-Collecting Instruments

o

The questionnaire was the principal instrument used to collect information. It

was designed to elicit respondents’ attitudes and perceptions about the schools and to

#

record some of their experiences in the educational system. The items of the question~-
LY +

naires were, for the most part, selected so as to speak directly to the issues raised by

v
v

both school p;ofe;sional and community members in New Brunswick. Each of the
questionswas examined for its validity and was modified or eliminated ta serve the besl:
interests of the study. To facilitate responses by Hispanic participants, the question-
naires were translated inte Spanish, )

The interview schedules were designed with a similarity to the questionnaires.

o 29
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They did not contain as many items but provided for more in-depth responses. They

'~

were used partly totesf the-credence of information collected by the questionnaires ;

—

but moreso to address some relevant issues which might not have been adequately .=

covered by any of the other survey instruments.

e T :y ~

Several i};sfrun;ents were designed and employed to collect school-recorded
information about students, .;,choolvpructices, and educational outcomes. Thja
Student Confidential Form was used to get a report on students’ achievement scores,
attendance, discipline, and programs of study. Tw‘odifferent forms were used to get
data on student exclusions, suspensions, dropouts, and withdrawals.’ i';;vo other forms
were utilized to secure a report of student participation in school activities, and . ¢
a final one produced the rdcial distribution of ;tudents by subjects and levels of

a

subfect diffjculty. - S

Sample Selection

- . i ) ‘
All twelve of the building principals in the regular schools were included in -

the study. Each of them responded to the "School Administrator's Questionnaire.”

No other administrators or supervisors were included in the study unless they were
viewed as purt of thé;i,nstrucﬁo:nal st%ff c;nd were included in the teachers' sample.
Questionnaires \;vere given to all 453 teachers in the school district. Of these
faculty members, 397 (85,4 percent) returned the survey instrument. Four _of these
returned questionnaires were unusable because of their totql ir)cgmpl,efenesk. Mnos;
teachers did not respond to all of the questions since some of the questionnaire items

were not uniformly applicable. In some instances, questions were left unanswered

‘ : 30
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for no apparent reason. The extent of unanswered questions is reflected in the data

presentation where the frequency of responses varies from one issue to anothai. The

I
" 'fﬁ??ﬁ:}jight teachers (approximately ten percent) who were interviewed were rundomly

selected from faculty groups during their "free" periods of .the school day.

The sample of students was selected from a roster of students enrolled as of

. Sepfember , 1973, pﬁwided by the Central Office. Each student on the roster was

— .

assigned a four-digit number and the 17.3 percent sumple‘was secured through a pro=

cess of stratified randomization. (The initial sample of 15 percent was overdrawn by

H

5 percent to allow for absentees, withdrawals, and other such reasons. These reasons,

however, only reduced the selections by 2.7 percent of the student popuiation.) The

number of students selected from each grade level was proportionate to gtade-level
representa‘tion in the total school enrollment. The first sampling of the hiéh school
included very few Hispanic students and selived as a reminder of the t‘relatively low number
of Spanish-¢peaking youths who were in attendance (6.0 percent). To provide for more
Hispanic represel‘m:tion', the sample was expanded fo include 50 pe.rc'enf of the high

school's Spanish-speaking students. i
The fifteen percent sample of pcrentgﬂ?vas randomly selected from the same rostet

-
- N LY , "o
iatatan e sy

used to make sample selections of students.” The four-digit numbers assigned to students

on the enrollment sheets were viewed as representing parents. When two or more numbers
. »

referred to the same household, only one was placed in the parent sample. Shortly after

Y

the survey got under way, the research team wasadvised against interviewing parents in Mill-

town or North Brunswick without first clearing with school officials in these twotowns.

This created some problems and it was decided not to interview these parents even though

they had been included in the original sample drawing. As a result of this, the sample

omn

. y ai

e




size was reduced and made up of only 13.7 percent of New Brunswick households

’ which had children in public schools.

»

Treatment and Presentation of the Data

Information,about the respondents and their answers to questionnaire items were

o~

scored, coded, ar3d keypunched orinput cards. These cards were, then submitted to
the Teachers College Computer Center for data processing. -

For the most part, datg were analyzed and presented by involving two-variable
cross tabulations with a small number of response categories. Comparative pr zentages
were largely used as indicato‘rs of significant or substantial differences between ‘[espond-
ent groups. Open-ended questions were factor analyzed and presented in summary form.

The nature of the students' achievement data permitted\the utilization of the Chi
“Square statistical technique. This test was employed to determine the significance of
differences between student racial groups' reading and mathematics performances below
grade-level norms as opposed to' perforrpances at or above such norms.

In all of the data analyses, comparisors were made between racifff groups. In
cases where the number of Spanish-speaking students \:vas large enough, the groupg
were identified as ";Nhife,"'"black,"_and "Hispanic." In instances where the Hispanic
responses were too small in number fo be meaningfully cross tabulated, they were com-
bined with the respclanses‘of bl;.'Jck students and the two racial groupings became ";,white"
and "minorifx-group." ’

Sex designation, as a differentiating variable, was used in analyzing and presenting

%

data related to dropouts, withdrawals, suspensions, exclusions, graduates, post-high

: 32




school education and employment, racial attitudes, and interracial behavior. The
socio-economic status (SES) of students, as a.categorizjng characteristic, wes used to
compare student achievement, racial attitudes, and interracial behavior.

o

The scs;cio-e'c;onomic status of students was determined by the use of a modifie;d
occupd‘ﬁoncl‘j":sfcfus scale which had been prepared by the Institute of Administrative
Research at T;échers College. The scale was g nine-item measure based upon the occu=
pcl:i;)n 6f/ﬁiusehold heads. Each student was c;s;igned a rank from zero to eight,
depend?né"on the reported occupation of his or her parent who Yécs considered to be the
primary income producer for the family. Marginal tabulations and statistics were then
provided by an initial computer run cnd.'l:he distribution was recorded into low, middle,
and high score groupings. After observing that H"ne distribution was reasonably normal

with very little skewedness, the categories were determined as: low SES (one standard

deviatign below the mean-=rank of zero through two), High SES (one standard deviation

. above the mean~~rank of six through eight), and Middle SES (s;:ores falling within one

standard deviation above and below the-frean=-rank of three through six).

33
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- CHAPTER 1 /

i
£

A PROFILE OF NEW BRUNSWICK, ITS SCHOOLS - -
' AND SCHOOL PARTICIPANTS - \ ‘

]
, i 5
The process and outcomes of education in New Brunswick can be appreciated ™~
T

-~

_more fully if there is an understanding of the environment in which they occur. THis .

|

. . H
appreciation can even be broadened when some description is presented which charac-
- /
3 3 o o - . . ’ ., LY
terizes the primary participants who engage themselves in that wide range of activities

called "public schooling. ™

-
4

The City of New Brunswick ‘

New Brunswick, situated thirty miles southwest of New York City, is orie of
New Jersey's oldest cities. Located in Middlesex County, itisa compact a:ﬁ':d fully-
developed municipality which covers o.;m area of 5.6 sauare miles. The pop,dlaﬁon of
the city is approximately 42,000 with black residents ‘represenfing about ;ﬁe-fwrfh of
its compgsition. There is a'sizable number of Spanish-speaking citizens, largely Ruerto
Rican, which has had considerable growth over the past decade and conﬁ'nues in-this
direction.

The City of New Brunswick has been characterized as a declining commercial and‘

retail center in the midst of mushrooming suburban towns: In spite of this, it remains

as the County Seat and the region's hub for educational, financial, governmental, and

34
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s

ployment rate. Like many other cities in transition, it is faced with ﬁdn{érbb:s

Mo

problems which have come to be associated with changing compositions of the citi-

zenry in terms of racial, ethnic, social, and economic groups.

New Brunswick provides a complete range of institutions, services, and facilities :

which not only serve its residents but also ‘those in the relatively sparsely pop'ulated
areas arouns! it. Within its boundaries are major hospitals, the State'University, and
all types of civic, shopping, and social ente., ises. New Brunswick's citizens are a
large part of the labor force in the industrial orgarizations of the'surrounding area

outside the city. At the same time, New Brunswick provides employment for a large

number of people who reside outside of its city limits.

The Schools and Their Enroliments

The public school system of New Brunswick, for the school year of 1973-1974,

had an enrollment of 6,345 students aitending 15 Iearning” centers, There were eight
elementary schools (k-4), one intern;ediate school (5-6), one junior high school (7-é),
one reguiar high school (9-12), one alternative high school (9-12), one special school
for the socially and emotionally maladjusted, or;e school for pregnc;nt teen-age

mothers, and one demonstration day care learning center. Of the students in attend-

ance, about one-third of them were from families that were receiving public

L ad

assistance (Aid to Dependent Children).

.
o,  w .

|
|
|
|
|
|
|
|
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Of the 4,459 pupils who were not attending the hi'gh §chool,. 58.1 percent were
black, 22.8.percent were white, 18.9 pe.‘ce;xt were‘Hispa;ic, and less than one-half
of one pe~rcent were classifieci as "others.” New Brunswick High School h::d an
enroll{ment of 1,85%6 students. Of that number, 615 (32.6 percent) were black, 1,157
(61.3 percent) were ;yhite, and 113 (6.0 percent) were Hispanic. Tl';e differen;ﬁf 7
between the high school’s racial ratio‘s and those of the other schools was caused by
the large :nu}mbg[ of white students from North Brunswick and Milltown who entered
New Bruniswick schools for the first time at the high sc;hool level.

_For%many years, North Brunswick with its 95 percent white student population

had been §ending its tenth, eleventh, and twelfth grade students to New Brunswick

High School in accordance with a contractual sending-recefving relcﬁonshi? with the
New Brunswick Board of Educaﬁo‘n. Milltown, with its 100 percent white enr9_||ment,
had a similar relationship and also sent its high school youngsters (grades 9 through 12)
to New Brunswick High School. .The student enrollment by grades is shown in Table
2.1, where some of the impact of stt;dents cor;-ling from North Brunswick and Milltown’
is evidenced. When Milltown stu;iénfs entered l:he high scho<;l at grade nine and North
Brunswick students enrolleci at grade ten, the perceniage of minority-group students, as
compared to white students, was substanﬁa‘lly reduced. Because of dropouts, transfers,
and withdrawals, black students were only about 20 percent of the s;enior class and

3

Spanish~speaking students were only about three percent,

At the time of the study, the high school was on double sessions due to overcrowded
conditions. Students in grades nine and ten attended the afternoon classes while students

in grades eleven and twelve were in attendance during the morning sessions.

ERIC | . 36




< ‘ Table 2.1 ., -
The Racial Di;lt‘ribu‘;ionlof S)tudenltsuin
New Brunswick Schools
* in percentages)
Racial Group : .

School White Black  Hispanic.  Other Total
NBHS 61.3  32.6 6.0 0.1 (n=1, 886)
Gibbons 33.3  64.8 1.8 0.0 (n=  54)
Redshaw 41.5  40.4 17.2' 0.9 (= 674)"
Roosevelt 7.5 &.2 147 0.6 (n= 862)

" Family L. C.. 0.0  80.0 20.0 0.0 (o= 65)"
New Street  11.1 3.3 5.6 0.0 (= 54)
Bayard 2.9  52.9 4,2 0.0 (n= 208)
Lincol;x 48.1  34.9 17.1 0.0 (n=385)
Livingston 16.5 54.6  28.2 0.8 (= 504)
lord Sterling 3.1 86.1  10.4 0.4 (n= 425)
McKinley 7.3 . 9. 7.8 0.0 (= 179)
Nathan Hale 6.6 76.9  16.0 0.4 (= 455)
Woshington ~ 25.8  38.9  34.8 . 0.6 (= 345)
Wilson 70.5 20.8 8.7 0.0 (= 183)
Day CareL.C. 0.0 78.7  19.7 1.6 (= 66)
Total 34.0 50.5  15.1 0.4 (N=6,345)

C
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principals held a Masters degree with ten of them having completed graduate work

_in the system for a period of cnie or two years.

The School Principals

Thavre were-fourteen building principals in the New Brunswick school system~~

..
7

one at each of ‘the learning centers with the exception of the Family Learning Center,

o v

which was-headed by a director. Nine of them were white, five of them were blaclz,

and none were Hispanic or members of other racial groups. All ;:f the building

beyond this degree.

Thirteen of the principals had ten or mére years of experience in public edu-

°

cafion and one of them had between seven and nine years of such experience. Nine .

b

_of the principals had been in the New Brunswick school system for ten or more years,

Two principals had been there from seven to nine years while the other thrge' had been

oA

-~

Four building principals had ten or more ysars experience as an administrator.
g b

One had eight years of this kind of experienze. Four had Ecen in administrative

positions beiween four and six years while two had been in administration between
three and four years. Three of the building principals were in either their first or

second year of administration. All of the principals except one had five or more years

" of professional experience in racially~integrated schools. :

The average age of the building principals was 44 years. Only one principal
was older than 60, while one was younger than thirty.  Of the fourteen principals,
five were women and nine were rﬁen. Most of them were relatively new in their current’
positions since‘ six pri"ncipals were experier‘xcing the first year in their cyrrent admini-

strative role and three were in their second year. Only four of the building principais

A 2

N
.
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14

i
|
!

¢ ¢ '
had been in their present position for five years or more.

¢

The Teachiné Staff

There were 453 teachers in the New Brunswick publi.c schools, OF these, 72.4
percent were white, 22.5 percent were black, 3.5 ;::er;ent,were ‘Spanish-speaking, and

the remaining 1.6 percent were members of a racial group other than one of these three.

‘o . 7\ ’ s 13
This racial distribution is seen in Table 2.2. | : ¢

At a time when the Mpsters Degree tends to sfgnify adequate formal preparation

. [
for public school teaching, 69.3 percent of the teaching staff in the New Brunswick

¢ -

schools he!J only a Bachelors degree. Nearly qr’i':é-Fhalf of the faculty members in the . _

\various schools (49.6 percent) had not completed fifteen credits beyond the initial

college degree. ‘

The teachers in New Bruriswick schools were relatively young. About one-half

«

of them were between the c;ges of 20 and 30 with the other half being evenly distributed -

|

in five-year incremental groupings which went as far as sixty years of age. Only two
5\ )

A
teachers in the district were reported to be over sixty.

it

- The average number of years in teaching for the instructional staff was 9.4 with a
: /

7.1 median. The average number of years that teachers had provided instruction in New

Brunswick schools was 7.1 with a 4.4 median. The average number of years that teac ers
¥

had taught in a racially-integrated school was 4.9 with a 5.9 median. .

b

Most teachers (81.5 percent) did not reside in New Brunswick and commuted daily -

to handle an approximate student load of eighty which was divided into an average of

>

four classes with an enrollment of about twenty students in each of them.

"
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Table 2.2

New Brunswick Schools*

(in.percentages)

The Racial Distribution of Tea.chers in ‘

Racial Group

" School White Black  Hispanic  Other Total
NBHS: ' 76.0 17.0 3.0 4.0 100 (n=153)
Gibbors ~ 80.0 200 0.0 0.0  100°(n= 5)
- ' Redshaw 72.6  24.2 3.2 0.0 100 (n = 62)
a “Roosevelt 78.0 160  6.0° 0.0 100 (n= 38)
| 1\ Wilson 90.0  10.0 0.0 9.6 100 ’(r;=.11) ‘
l\  Washington 700 1.8 18.2 0.0 100 (n=17)
Nathan Hale ~ ¢9.0  31.0 0.0 0.0 100 (n= 26)
L Mckinley 67 3.3 0.0 0.0 100 (o= 9)
| lord Sterling ~ 50.0 '50.0 0.0 0.0 100 (n= 22)
! Livingston ~ 85.0 15.0 0.0 0.0 100 (n= 34)
T lnets 9.0 100 0.0 0.0 100 (n= 23)
boyord . 56.0 22,0 _ 22.0 " 0.0 —K0-n'=-18)-
. NewSwest 777 223 6.0 0.0 100 (=9
. FamilyL.C. . 0.0 100.0 0.0 0.0 100 (h= 2)
‘ Demonstration | _ S~ L
Day Care L.Ci50.0  25.0 0.0  25.0 100 (n= 4)
Total 724 225 38 16 100 (N=453)
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CHAPTER 111

RE)

T T THE EDUCATIONAL PROCESS

The educational process of pubtlic schools is infiniteiy complex. To define

- it in simplistic terms, one might say that it is the sum total of learning situations,

activities, and interactions that exist in the schools' environments. Any definition

v
Al

of the term, however, must rest on the fundamental assumption that the educaiional

o

process represents the major determinants of educational outcomes, The ed-

ucational process, in a broad sense, addresses the procedural "how" of learning

x}j

and education or the way in which schools conduct themselves as they move toward

*

educational ends.
[
©

The educational process is extremely broad in scope and includes countless

[4 ® o

activities and practices which generate considerable concern. In the conduct of

c

this study, the press of time and limited resources restricted the extent to which
the total educational process of New Brunswick schools could be examined.
Given this restriction and within the context of educational process, attention

was focused on: the placement and assignment of students to classes and programs;

g;pcrﬂcipotion patterns of students in extra-curricular activities; the general area of

>

:&grulum; interaction patterns of students and the professional staff; student disci-

pline and some of its consequences; and school supports for student and teacher

<

o _ 16 41
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performance. These areas of focus, for the purposes of the report, were
collectively defined as the educational process. They, of course, overlapped

and could not be explicitly differentiated--since addressing one aspect of the

X

educational process invariably required speaking to another.

The Placement and Participation of Students

. ~

in Classes, Fv ms, and Activities

Nothing speaks more convincingly about the equality of educational oppor-
tunity and the process of socialization in racially integrated schools thari the
manner by which students are assigned and placed, whether voluntarily or other-
wise, in classes and programs and how they are involved in school activities. The
extent to which students of different social and ethnic backgrounds interact with
each other in a school setting is, by a large measure, a function gf programmatic .
efforts which either systematically or accidentally bring students together or keep
them aparf.] How students are placed in programs and clesses and the degree by which ..
they are represented in school activities often reflect the views held by school pro=~

fessionals toward different client groups and, sometimes, gives support to or helps

davelop stereotyped attitudes that school participants have about themselves and others

?

along racial, ethnic, and socio-economic lines. T

. —

r.

When one is concerned with the process of education in public schools and

1. O.car D. Cotton, "The Status of Desegregation: A Report on Selected School
Districts,” A paper presented at The Conference on Urban and Minority Education,
Educationan Testing Service, Princeton, New Jersey, June 24-26, 1974.
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£

tries to understand what happens to different students as they proceed through the
various learning experiences, he might begin by examining the practices uni pro=-

cedures of students' ciass and program assignments and the resultant distribution of

e

students both in the several discipiines and in the offerings within those disciplines. .

L - e

L]

e A

In attempting to evaluate the New Brunswick schools, one of the methodologies em-

14

ployed_made’ usé of this approach.

e

— " Accoiding to the reports of school principals and most teachers in the New

Brunswick.public schools, there was no system-wide nor uniform policy or practice

of ability grouping. When teachers and administrators were asked to indicate the
extent to which students were grouped by al?ility, the most frequent response was,

"We do not separate students by ability levels." In one elementary school, how:aver, .
it was reported that pupils were ability grouped, but only in fourth-grade reading.

in another lower-levei school, the principal suggested that: "All pupils are hetero-
geneously grouped except for reading. There is, nonetheless, movement from one

group to an.other whieh is based on achievement and progress.” The most alarming
] e o

comment was registered rather emphatically b)" one -scho‘om stated that,
"Ability groups are firmly set at the seventh and eighth grades ang;! after that, one
rarely moves from one group to another., ™

In the lower-level grades, particulbfly in the primury ones, there was some
evidence that pupils were differentiated 'in terms of readi}xg competency. For the
mds.tﬂpart, however, pupils at this level were in self-contained classrooms ‘and readivy

level designations, whatever meanings they might have, did not seem to greatly influ~

ence pupils’ attitudes about their peers nor impede their interactions with each qtﬂér.

& e T

e ”

e [
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At the secondary school level where there seemed to be no "official" policy against
ability mouping, but where it was admitted that students were assigned to or "selected"

English, Maihematics, and Social Studies classes on the basis of their competence
in reading; the fmgparcit of ability designations was quite different. It is at the second-

ary level, then, that the evaluation of program and class assignments was focused.

The Assignment of Students to Classes and Subject Areas

e

Using one of the forms designed specifically for the study, school officials ranked
each subject offering of the school in terms of subject level difficulty. The levels of
difficulty rangzd from 1 (lowest difficulty) to 4 (highest difficulr-}. On this same form,
they recorded the number of students, by race, who were enrolled in each of the courses.

The following discussion draws data reported on those forms.

Sipgg;ﬁnglish*ah’d'Mati;;;'a'atics are probably the most important disciplines in the
‘pmgi'c;m of studies, these were examined rather closely. Table 3.1 represents part of
the general findings in these two areas. 'An examination of this table reveals that the
ratio of white students to non-white students in ‘the high school is 2:1 (two whites ‘o
each non-white) and it shows the varying ratios of whites to minorities in c]asses, by

level of difficulty, in both Mathematics and English. If the students in each level

were selected randomly from the total school population, the ratio of whites to non-whites

would be similar to the 2:1 ratio for the coverall student population. The ratios in each
__,---”"‘"’—
P N

of the levéls are, however, significantly different from the overall school popu-

lation. In the English levels, only black students are used to represent minorities.

e

— ™
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If the Hispanic students were included, it would have distorted the data since many
of them arz enrolled in "English as a Secon1 Language" which was not included in the

regular list of reported English courses. , -

Table 3.1

Ratio of Whites to Minorities in Each
~ of Four Levels of Difficulty
in Math and English Classes

Level " Classes Black/White
of Ratio
Difficulty* in Total
English Math School
4 7:¥ 141
3 3:1 4:1
2:1
2 1:2 1.2
] 1:2 i:8

*Levels of difficulty are in descending-order; 4 is most diffi-
—cult-and-1"is Teast difficult.

The data reported in Table 3.1 demonstrate that an improportionate number of
n‘-linorify students are in the lower levels. A complete analysis of the data which gen-
erated Table 3.1 revealed that most of the English classes offered to students ate in
the upper two levels (3 and 4) of the four-level system. Twenty percent of these courses
’ore offered in the two lower levels, but they have an enrollment representing 46 percent
of the minority students. Eighty-five percent of white students taking English are in -

the upper level classes.

. 45
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The student enroliment p.a‘ﬂern in English is similar to that in Mathematics where
a comparable set of racial ratios was found in each level of difficulty. Sixty-:ixj
percent of all Mathematics courses offered are upper-level courses and seventy-six
percent of all white students enrolled in Math are taking these upper-level classes.
On the other hand, only twenty-eight percent of minority students enrolled in mathe-
matics are in the higher |ev'e|s. The remaining 72 percent of the minority students
. registered in Math arre eXf;osed to only 33 percent of the math courses 6ffered and all
of these have low levels of difficulty.

The racial imbalance in classes does not end with English and Mathematics. The
pattern exists in every subject area and reaches the point, at tinl';es, where there are
all-white and all-minority group classes. As the level of difficul)f\yv in classes in-
creases, so does the ratio of white students to minority-group students. Conversely,
as the level of difficulty is lowered, the ratio of minority-group students to whites is

raised. This is partly reflected in Table 3.2 which lists classes of various difficulty

levels and their enrollments by students' race.

Table 3.2

Racial Distribution of Students
in §e|ected Classes

o }ev;al ’ Race of “*= 7"

o . LT T -

Class Difficulty - W StudeBnts *H - Total
independent Study , 4 20 0 0 20
Physics 4 37 0 0 37
Frenck Il & IV 4 32 0 1 33
German 11 & IV 4 26 0 0 26
Secretarial Prac. 4 13 0 3 16
Spec. Geometry 4 50 i 0 51

46
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Table 3.2 {~crrinued)

Level Race of
of : Students \
Class ' Difficulty W B H Total
Nevsspaper 3 25 1 0 26
Journalism (3) 3 21 1 0 22 -
Literature (x) 3 26 0 0 26
Drama 3 25 3 0 28
Chorus (5th per.) 3 30 o 0 30
Sociology (3rd per.) '3 24 0 0 24
ME History 3 26 0 "0 2
Chemistry* 3 152 12 0 164
French | & II* 3 67 8 2 77
German | & II* 3 42 2 0 44
Latin I 3 17 0 0 17
Economics (2nd per.) 3 20 1 0 21
Trigonometry* 3 92 2 0 94
. Black Literature / 3 1 81 2 84
A Swakili | & Il 3 0 25 0 25
Foods 11 3 .0 127 0 12
Voc. Agriculture* 2 25 2.1 28
Afro-American Hist.* 2 0 82 3 85
Band** - 43 11 1 55
Chorus** - 47 9 1 57
Creative Harmony}* - - n 2 0 13
Bilingual Math** - 2 0 2 22 .
Bilingual Science** - 3 0 18 21
PR History** - 3 0 24 27

*All classes combined, some are all-white or all minority-group.
**The levels cf difficulty for these classes were not reported.

In explaining student assignment practices which result in predominantly white
classes, one guidance counselor made this comment:
The assignment of students represents a combination of what is available and
what they want to take. Most white kids are college bound and select their own
electives, We try to assign according to prerequisites, primarily through teacher

recommendations. We iry to keep in mind what they will do in the future (career
objectives) as weli as what they have done in the past.
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Another explanation was offered by a supervisory faculty member which suggested
that racin'ly imbalanced classes resulted from the bias and insensitivity of scme of the
professional staff toward minority-group youngsters.

| don't ihink you can get away from certain biases. This is not

so much an issue of race, but one of culture. | think there are some

teachers and counselors, both black and white, who are insensitive

to the kinds of problems that inrer-city kids have. They also have

some predetermined notions about their academic capability.

One teacher felt that parental pressure accounted for the disproportionate number

- . . / :
of white students enrolled in college-oriented or ypper-level courses. "North Bruns-
wick students," she advised, "are college-oriented and their parents;';f:ush them toward
the highly academic offerings." Another teacher suggested that all students, irre-
spective of race, tend to be influenced in the selection of classes by their friends and
racial group. "There are lots of blacks and whites," she observed, "who elect not
to be in a class simply because their friends will not be there and others who are re-
luctant to be the only one of their racial group in a class."

In responding to the question relating to racial disparity in various classes, one
teacher expressed, in emotional tones, this opinion:

The school does not really see this as a problem and if it does,

no attempts are made to solve it. The ability-grouping practice

is simply a device to keep black and white kids apart-~it serves

the purposes of the white communities. 1 don't have any faith in

the recommendations of teachers and counselors because they make

up their minrds about black and Puerto Rican kids too quickly.

Allowing students to make their own choices is a clever device,

We all know thot black kids, in particular, are not going into

difficult classes, on their own, yet we don't push them. We are

satisfied to just let tham take what they want and then tell ourselves
that it was their choice. '
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Addressing themselves to the scholastic demands placed upon minority-group young-

sters and explaining the absence of them from the more rigorous offerings, several

teachers concurred on the following:

- Many teachers have low expectations for minority~group students.

- Many black students are capable of performing at a higher level
than the ones to which they have been assigned.

- Many black students reject high level courses in favor of less de-
manding ones simply because they have nat been motivated and
can opt for the "easy way out,"’ /

7
- The peer influence of minority-group stulaents often operates a-
. gainst more racially balanced classes. | .

- Many minority-group siudents view with disdain, for whatever
reasons, those classes with a high level of difficulty and regard
them as "white" classes.

- The low self-esteem minority-group students have of themselves

makes them reluctant to compete with white students in the more
challenging classroom settings.

The Assignment of Students to Programs of Study

On the survey instruments, the secondary school administrators were asked to re-
port the percent of ec;ch student racial group represented in each of six progra;ns of
study. The results of that report are presented in Table 3.3. The program categories
and tne students reported in them must, however, be viewed as estimates since, as one
school put it, "No set program is required, students can graduate by completing sixty
credits if they include the State requirements-~there are no programs such as college ‘
prep, business or vocational, only suggested programs for certain objectives, " The

report on students by program designations did, nonetheless, seem to suggest that a

/
/
!
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somewhat traditional program structere was in operation even if it was not clearly de-
fined nor officially sanctioned. The operciional existence of discrete programs- of study
was evidenced by students who, in responding to a student questionnaire, placed them-
selves in program categories with very little hesitation, Whether they had been officially

placed in a particular program <r not, they perceived that such had taken place.

Table 3.3

Percent of Each Sampled Racial Group
in Programs of Study as Reported by
NBHS Administration

Programs of Study

Racial Coll.
Group Adv. Prep.  Bus. Voc. Gen. Other Totdl

White (N=246) 9.3 59.3 11.8 -9.8 6.9 2.8 100

Black (N=139) 1.4 23.0 0.1 25.2 33.8 6.5 100

Hispanic (N=55) 0 12,7 5.5 23.6 30.9 20.0 100

Total (N=431)* 5.7 42,0 10.5 16.4 ~ 18.4 7.0 100
*All sampled students combined

An analysis of Table 3.3 provides clear distinctions between students along racial
R percent of the white students are in college preparatory programs while only an approx-
imate 25 percent of the black students and 13 percent of the Hispanic students are in
such programs. Most black students (59 percent) are in vocational or general programs
and slightly more than 50 percent of the Hispanic students are in general or "other

programs. As one examines the dis tribution of students in the different programs, one

o0

linas as they relate to either program selections or program assignments, Nearly 70
1
|
|
|
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might easily conclude that the school, ina sense, serves fo prepare white students

for college while it prepares minority-group youngsters for the world of work cr for

nothing in particular.

In réviewing the class assignments and considering the lack of minority-group

students in the courses with the highest levels of difficulty, the reported percent

of black and Hispanic students in academic programs mignt be quesfionea. If twenty-

five percent of_jtbe black students and 'thirteen percent of the Hispanic students are in
\ Advanced or College Preparatory programs, it should follow that this same represen-
tation would be found in the more rigorous classes which are designed to prepare
st\udents for higher education. This, however , is not the case and seems to suggest’ﬂ*af
white and minority-group students are differentially edl:cated as the schoo! prepares

them for enfr;sinto college.

Teacher responses to program selections. The question relating to "free choice"

of program selection exercised by students was asked of all teachers in the three secon-
dary schools. The report of New Brunswick High School teachers was used to get some
sense of how they felt their school's "freedom of choice" policy had been applied.
The report of teachers at Gibbons, the alternative szhool, was used for comparison pur-
poses. The faculty repert of the Redshaw School was used-also for comparison purposes
since it is at this school where many students' programs of study seem to begin taking
definite form.

Presented in Table 3.4 are the responses of teachers to \fhe question, "How much

choice do students have in selecting their own programs?" These responses reflect no

consideration for racial differences but, rather, speak to the total student populations.

o1
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W,hi! ‘chool policies might exist which allow students to select their own pro-
grams, many. teachers feel that they have not been extensively applied. In the
regular hiéh school, they report thatalmost 50 percentof the students are only minimally
involved in their progrq;m determination if they are involved at all. At the alternative
high school, where one would expect a high degree of student self—determinﬁtion,
fifty percent of tthuéents are either moderately or minimally involved. At Redshaw,
the pattern is s~imi.|ar tc; that of the regular high schoo! where nearly one-half of the

/
students have a very limited influence on the kind of program they will follow. : :

Table 3.4 _ ‘

. Students' Exercise of "Free Choice" in Program
Selection as Reported by Teachers

e e —— e st
— e ———

Percent of Students
Extent of Kedshaw Gibbons NBHS
Choice (N=52)* (N=8)*  (N=135)*  Total**

Great 13.5 50.0 19.3 19.0
Moderate  38.5 25.0 . 31.9 33.3 )
Minimal 42,3 25.0 43.0 421
None 5.8 0.0 5.9 5.6
Total * - 100.0 100.0 100.0 100.0

*Number of reporting teachers
**Total percent for all threé schools

The data presented in Table 3.4 does not distinguish students by grade levels
(except at Redshaw), ability groups, or similar factors. Therefore it can only be ana-~

lyzed and interpreted in general terms,
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Student responses to program'-rélated questions. Students were asked to respond
to five particular questions so that some sen.e of their feelings about their pro'gr'ams,'
and their experier;ces with them could be reported. The questions were:

- Were you free to make your own program choice? .

!

- Are you satisfied with your program of study? e

- Are there some classes or programs yoJ would like to be in L

but are not?

- Have you tried to change your program but was not allpwed\ v

°  todoso? ’
V- Do you.find it difficult to keep inte’rested, in your studies?

Contrary to teachers* reports on the "freedom of choice" question, most students
felt that they were enrolled in their courses of study as a result of having made their
own choice with or without advice. This feeling was almost evenly shared along ra-
cicl lines with 93.9 percent of the white students, 93.5 percent of the black students,.
and 94.4 percent of the Hispanic students responding affirmatively to the "freedom of
choice" question.

Table 3.5
Student Responses to the Question,
"Are you satisfied with your program of study?"
(in percentages)
o School
Racial ) .
- Group NBHS Gibbons* Redshaw*

) Yes No N. Yes No N Yes No N
White 71.8 28.2 245 76.9 23.1 13 75.0 25,0 12
Black 9.6 9.4 178 88.9° 1.1 27 95.6 4,4 45
Hicoanic  94.5 5.5 55 - - - - - -

*Hispanic responses were significantly few and were included with responses of black students.

1}
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“~ In response to the "program satisfaction" question, students differed along racial

lines, as is reflected in Table 3.5, A majority-of students in all reporting schols and
from all racial groups indicated that they were satisfied with their programs of study,

but a substantial number of white students (nearly 25 percent in each school) registeredl ’
dissatisfaction. Relatively speaking, the greatest number of those dissatisfied white..
students were sophomores and seniors !bg perceivea themselve’s as being in collegg
preparatory programs. Slightly more than 30 percent of the white college preparatory .
students, which represent about 18 percent of the total white population sampled,
felt that something was lacking in.their courses of studies. Only about 13 percent
of the black students and zero percent of the Hispanic students in college preparatory
programs reported that they wer;a dissatisfied, Among the white student .;;o;v:;iation',
the other high dissatisfaction appears in the general program whe.re‘\23.5 percent of

whites in that area made note of its shortcomings. There was a high degree of program
L

satisfaction expressed by minority~group students, but there was rno particular program

!

area that stood out and represented a special concern, o L -
Those individuals who were not satisfied with their programs of study cited many
varied reasons for their feelings. If the most frequent reasons for dissatisfaction were
ca;egorized, they would fall into these three general areas: courses are.not challeng-
ing; courses are not-interesting or diversified enough} and there are too many cours;
restrictions.
Programmatic satisfaction can be examined from another point of view by looking

at the responses of students to the question, "Are there some classes or programs at-

school you would like #o take Sut are not taking?" There was a substantial number of




" found it difficult to keep interested in their studies. By coniparison, however, a gréat

30

students at New Brunswick High School who wished they could-take classes and pro=-

grams in ‘vhich they were not‘ enrolled, but which the school offered. Forty-seven

percent of the white students, 35 percent of the black students, and 23 percent of the
: ) X _

His{:g,nic stud: < ~vpressed a desire to be involved in studies which were not now a

part of their élqss assig;xments or proéram place -ents. At the Gibbons School, 63 per-

cent of the black siudents and 35 percent of the white students felt a need to be in

classas other thar .ne oras in which they were registered. At the Redshaw Schoel,

b . - \ ] ’
- where no signigicant number of white §tude{ts responded to the question, 48 percent

of the mirority-group students wanted to be i other courses which were presently

Ll

offered. Overall, there appe;j.tred' jo ke no common thread through the open-ended

responses which suggested the classes or programs desired. Time, program, or space

-

limitations were the primary reasons students gave for not taking courses they, desired

to take. “ .

. .
Looking at program satisfcction in another way, approximately 5C percent of all

-

‘black and .ate students at the Redshaw School and at New Brunswick High School

-
¢ -

. .\,‘ X
percentage of Hispanic students found it much less difficult-to-maintain an interest in

their classes. With the exception of the Business Program, where 34.5 percent of the

L]

‘e . .
white student errollees in that area found it difficult to keep interested in most of their

Fd

school subjeci's, more than 55 pe.uent of the whira students in each program areaat
New Brunswick High School reported iow levels of interest in their studies. The black
student population which expressed non-interest, was .pread evenly across gll program

areas.

oS




Since 28.3 percent of the white students at New Brunswick High School was not " ;

satisfied with its programs of study, this grc.p was looked at in terms of how it selected

3t |

its courses. Only 8.7 percent of the students were given little or no choice in their
program selecticn. The greatest percentage of the dissatisfied white students (52.2 B
. s . . N |

percent) made their program selections on their own and with no advice. Despite the
o

'

fact that 28.3 percent of the white students were not satisfied with their programs,
only 15.2 percent of them tried to make a change and were allowed to do so. It is an
interesting juxtaposition that while 18.5 percent of the black students at New Bruns-
wick High School have t-ied to chaﬁnge their programs with no success, only 9.4 ’percent
of them are dissatisfied with their course of study. A similar situation exists with Hispanic
students where 15.1 percént of them were not allowed to cha(ng'e their programs but
where only 5.5 percent of them expressed dissatisfaction with the classes or programs
in which they are now engaged: h
The reasons students gave for not being allov;/ed to channe their programs or classes
were many and varied. The three most frequent ones. were: the class in whiciw a stu-
dent wished to fra.nsfer was too crowded; it was too late when the student wished to .

e

make a change; and the student was' sfrongl); advised against mcking a change.

The greatest percentage of white students who-have tried to change courses with=
out success are found in the Business and General program areas. Comparatively speak-
ing, the minority-group students at the Redshaw School stand out as the population

which has most often tried to change programs of study, but was not allowed. It is here

that 29.7 percent of the minor'ty-group students fall into this classification.
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Student Participation in Athletics and

Other School Activities
"

Justas school staffs were asked to report the racial distribution of students in

classes and programs, they we.e requested to make similar reports about athletic tecms

Y .
and other sthool activities. in Tal .6 the membership of students, by race, on

athletic fee'ms is presented. It is a report of only those teams which are formed at New .

Brunswick High School since it is at this school where sports are organized and given

officially~sponsored status.

\

Talgle 3.6 |

Membership of Students by Race on Athletic Teams
At New Brunswick High School

Number of Members

Total by Race S

Team . Members  White . Black Hispanic -
Golf 9 9 0 * 0
Var. & JV Soccer 30 30 0 0
Girls' Cross Country ? 8 1 0
Winter Track 14 14 0 0
Boys' Tennis 8 7 1 e
Girls' Tennis .9 9 0 0
Boys' Vars. Track 21 20 1 0
Boys' Fresh, Track . 11 10 1 0
Varsity & JV ‘
Football 61 46 15 0
Frosh Football 40 8 30 2
Vars. Basketball 17 10 7 0
JV Basketball 16 9 6 1

JV & Varsity

Wrestling 13 10 3 0
Varsity Baseball 21 16 5 0
17 4 0

.}V Baseball 22

/




" Table 3.6 (continued)

Number of Members
Total by Race -
Members  White Black Hispanic

. Team

Soph Football . 52 32 20 0
Frosh Soccer 7 5 2 0
Boys' Varsity &

JV Cross Country 7 5 2 0
Girls' Varsity .

Basketball 14 10 4 0
Girls' Track 45 29 15 1

Total 426 304 117 5

Even the mc;st casual analysis of Table 36 reveals the emergence of a familiar
pc;ttern of racial im{balance. Some teams--Golf, Soccer, Winter Track, Girls' Tenris--
do not have a single minority-group member. thers—-?irls‘ «Lross Country, Boys'

Tennis, Boys' Varsity Track, Boys' Freshman Track--havc‘a’ 6n|y one minority-group -
member. Hispanic membership.on athletic teams is almost non-existent. The
twenty-four teams reported in Table 3.6 have a COmbined membership of 426, but

only five of those members are Hispanic and they are part of only three teams.

The membership pattern of thé high schools' athletic teams is also found in
school--sponsore;d clubs; organizations, and activities. Table 3.7 demonstrates cgain
the differential participation of students in school life and its seeming relationship
fo race.

If one dismisses those activities which would appear to automatically mandate
a racially balanced membership~~Human Relations Camp, Sweetheart Pageant, Student
Action Committee-~ he would find a school with extra-curricular activities that are

almost exclusive of minority-group members.
o8




Table 3.7

Membership of Students by Race in Selected School Clubs,
Organizations, and Activities at
New Brunswick High School

Total  Members by Race

: Number
Activity of w B H
Members

Prom Place 38 37 63 1
Prom Invitations 28 28 0 0
Senior Carnival 34 33 1 0
Prom Favors 14 13 1 0
Fund Raising 16 15 1 0
Twirlers 18 17 1 0
Honor Society (6/73) 117 113 2 2
Honor Society (11/73) 36 36 0 0
Mathletes 23 23 0 0
Advocate Staff 0 . 9 1 0
Drill Team 28 20 6 2
Varsity Cheerleaders 15 11 4 0
Soph. Cheerleaders 9 8 1 0
Frosh Cheerleaders 9 7 2 0
Key Club ) 26 24 0 2
Acappella Choir 56 48 ) 2
Color Guard 8 6 2 0
Band ) 68 56 1N 1
Highlight Staff 9 7 1 1
Human Relations Camp* 29 13 13 3
Miss Sweetheart Pogeant* 29 15 6 8
Student Action Comm.* 12 4 4 4
Total 632 543 63 26

*These activities would seem to automatically mandate
balanced, racial representotion.

Racial representation in school activities in other schools--Gibbons,
H

Redshaw, Roosevelt--is somewhat different from that found at New Brunswick

High School. Tables 3.8, 3.9, and 3. 10 demonstrate this,

o3




Table 3.3

Membership of Students by Race in School Clubs,
Organizations, and Activities at the
.- 'Gibbons Sg:h'ool

-

Members by Race

, Total

Activity Membership W B H*'
Activities Comm. 8 0 8. 1
Gibbons Squad 10 2 7 1
Personal Appeals 2 B 1 0
Senior Forum 9 5 4 0
Clean-up Comm., 5 3 2 0
Behavior:Mod. 3 2 1 0
Monitoring :Comm. 6 4 2 0
Toral 43 17 25 1

*Qaly one Hispanic student is enrolled at the Gibbons

School .

/ " Table 3.9 ( .

Membership of Students by Race in School Clubs,
.Organizations, and Activities at the

Redshaw School

Members by Race

o Total
Activity Membership W B H
Band 38 29 6 3
Drama 22 8 9 5
Chorus . 151 30 117 14
Orchestra 14 8 5 1
Student Government © 59% - - -
Total 225 75 127 23

*Not included in total; membership by race was not reported.
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Table 3.10

Membership of Students by kace in School Clubs,
Organizations, and Ac*vities at the

Roosevelt School

Members by Race

Total )
Activity Membership w B H
Band 63 42 14 7
Drania 50 10 35 ]
Chorus 167 38 110 19 A
Orchestra 27 15 8 4
Student Government 41 ? 30 2
Total 348 N4 197 37

I\{‘embe_rship in activities at the Gibbons School seems to be racially balanced,
but there is, however, the all-black Activities Committee. At the Redshaw and

Roosevelt Schools, there appear to be reasonable ratios of student memberships along |

racial lines oxcept in the Band where, for some reascn, there is a disproportionate

number of white pupils.

|
4 |
|

Student responses to questions related fo School Activities. By looking at the
membership of the different school teams and activities, as it was reported, it is al=

most impossible to determine the number of participating students since some of them

are likely to be involved in more than one activity. It is obvious that the participa-

tion level of minority-group youngsters is abysmally low and it might be that the level

of whit2 student -participation is not as extensive as it appears. The extent to which

students participate in school activities would, seemingly, 2epend on the extent to

g

which they are given encouragement by the school. Table 3.11 summarizes students'
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responses to ihe question, "How would you rate your school in encouraging you to

participate in school activities?"

Table 3.11

Student Responsesto the "Encouraging
Participation" Question
(in percentages)

Racial * Rating
School Group Excell. Good Fair  Poor Total
Roosevelt W (N=10) 30.0 60.0 10.0 0.0 100
M (N=49)* 36.7 26.7 163 20.4 100
Redshaw W (N=11) 9.1 54,5 0.0 100
M (N=41)* 14,6 22,0 41.5 22.0 100
Gibbons W (N=14) 42,9 28,6 21.4 7.7{’ 100
M (N=27)* 33.3  40.7 14.8 11.1 100

NBHS W (N=240) 7.1 22,1 41,7  29.2 100
B (N=126) 4.8 27.8 37.3 30.2 . 100
H (N=52) 7.7 38.5 32.7 21.2 100

*Black and Hispanic students.

An analysis of Tatl)le 3.11 reveals that a majority of students, irrespective of
race, at Roosevelt and Gibbons perceive their schools as being either good or excellent
in terms of encouraging participation in school activities. At Redshew, a majority of
white students (63.6 percent) feel that the school is excellent or good while only
36.6 percent of the minority~group students share the same feeling.. At New Bruns-
wick High School, approximately 70 percent of all students feel that school encourage~-

ment for participation in activities is either fair or poor. - 62
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Three questions related to student participation were posed fo the sampled stu~
dents at 2edshaw, Gibbons, and New Brunswi;:k High School. These questions were
intended to elicit responses which would help to explain student involvement, or the
lack of it, in school activities. The questions asked were:

- Are there some activities the school now has that you would like to par-
ticipate in, but are not?

- Are there some activities in .which you would like to participate, but
they are not offered by the school?

- Do you come to school activities which are conducted in the evenings
or after school?

About 20 percent of the students at the Redshaw School anc. almest 13 percent of
those at Gibbons indicated that they had a desire to participate in existing activities
but were not doing so. The number of students at New Brunswick High School wl;%
expressed this same circumstance was significantly higher. Here, nearly one-thi:'g

of all students wanted to be involved in some on-going school activity but, for some

reason, were not. The reasons most frequently given were: the need to work, lack of

~
by

transportation, and schedule or time problems.

With the exception of the white students at the Redshaw School, at least 20 percent
of each racial group at Redshaw, Gikbons, and New Brunswick High School would like
fo have some new activities at their school. The minority-group students at Redshaw
and at Gibbons stand out as being particularly interested in new activities. There was
a wide variety of activities suggested by students to be added to the extra~curricular

options. Some of these were: swimming, archery, more music and art organizations,
\

bowl*

<+

. field trips, volleyball, chess, fencing, and self-defense (martial arts).

63




39

4
A\

A large numbe/g' of students at Redshzw (71.1 percent) and at Gibbons (70.8 per-
cent) attend-school activities which are he!d in the evenings or after school. At New
Brunswick High School, the number of students who attend after-school or ’eveniné
activities is relatively less. Almost 50 percent of the students sampled here do not
attend school affairs which are not held during the school day. The reasons given for
this were essentially a lack of interest, ti;ne limitations, and transportation probnlems.

Teachers' ratingsof extra-curricular activities. The faculties of all schools in

the system were asked to rate extra-curricular activities on a scale from 1(very poor)
to 10(excellent). These ratings were later put into three categories: High, Medi-

um, and Low. The responses of the teachers are reported in Table 3.12,

Table 3.12

Faculty Ratings of Extra=curricular Activities
in New Brunswick High Schocls
(in percentages)

Faculty Rating

School High  Medium low Total

Elem. Schools 25.4 42.8 31.8 100 (n=110)
New Street 14.3 0.0 85.7 100 (n= 7)
Roosevelt 42,1 36.8 211 100 (n= 38)
Redshaw 16.7 29.2 54,2 - 100 (n= 48) _
Gibbons 12,5 50.0 37.5 100 (n= 8)
NBHS 35.7. 19.3 45 0 100 (n=129)
Family L.C. 66.7 33.3 0.0 100" (n= 3)

Total* 29.7 30.6 39.7 100 (N=343)

*percent of all faculty members in the school system
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A substantial percentage of the !aculty at New Brunswick High School (45,0%)

<

and at Redshaw (54.2%) rated the exh;a-curricular activities as low. At the 1Jew
Street School, 85.7 percent of the facf:ul ty registered a low rating. A fair percentage of
teachers at New Brunswick High Schoél (35.7%) and at Roosevelt (42,1%) rated the
activities as high. Looking at the total] school system, and from the perspective of all
teachers, the quality of extra-curricular actiyities.in New Brunswick schools falls

somewhere between inedium and low. .

Summary and Discussion of the Findings

Speaking in broad terms about the practice of ability-grouping, but more spe-
cifically about the placement of students into different school programs, Em Hall made
this comment;

More ofien than not, the social class and race of the child in-

volved appear to have as much to do with their placement as any-

thing else. . .Schools cannot continue to program in this way for

relative failure and still claim to function as equalizing agencies.

These grouping programs, for whatever reason, tend to harden the

race and class lines drawn in the larger society.

Hall's comments, while addressed to a general audience, speak directly to student
assignment and placement practices of the New Brunswick schools. In addition to

this, they may help to explain why the gap in students' understanding and acceptance

of racial differences remains unbridged.

2, Em Hall, "On the Road to Eduzational Failure: A Lawyer's Guide to Tracking,"
Inequality in Education, Number 5, Harvard Center for Law and Education, Cambridge,

Massachussetts, p. T, (ND).
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At the secondary level of New Brunswick's schools, most members of the pro-
fessiona' staff as well as";:students, themselves, seem convinced that a "freedom of .
choice" option exists wlhich allows students, with or without consultation, to choose
their courses of study. Other members of the school professionals view the "freedom
of choice" option as being inoperative for most students and serving only the needs of

*

particular student groups. In spite of the different views about how students come to

= e, T -

be in certain c!a;ées and programs, the eﬁdence' seems to cl;ear‘lyE .;»uggest that }the pro-
cess of student assignments has a racially segregative effect_";-(jfbjn the school settings.
\
The assignment of students to classes appears to be based on school personnel's
perception of student ability, past performance, and achievement levels as measured
by standardized tests. This has resulted in homogeneous grouping, a practice which

narrows the achlzvement range in given classes and serves, whether intentionally

or not, to muke distinctions between students along racial lines which can be asso-

o rd

. ciated with a perceived achievement continuum. Because black and Hispanic students

are generally perceived by the professional staff as having:reféTi\;ely limited academic

N

N '.,\;:“.«’," ) ,,' ,
abilities (particularly when that percéption is based on reading fest scores),-a high

and disproportionate number of them are assigned to, or at I;; Mselect", the low~
status and least demanding classes. It is not unusual to find "general” and "specic;l"
classes with predominantly black and Hispanic enrollments. It is, however, a rare
experience to find minority~group students in the high~status and exir. .ely challeng-
ing classes. The highly acaden;‘iﬂc programs seem to represent the domain of white
studants while the general and vocci:tional programs are overly subscl:ribed by black

and Hispanic students.
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In the elementary schools, interactions between pupils of all racial and ethnic
groups are significantly diffe‘;ent from those occuring at the secondary schools. In
the setting of the elementary schools, racial aistinctions and separations are mini-
mized. The design of the programs there, in spite of some abiliw-groupiné, appears

to be one which brings different kinds of youngsters together and keeps them that way.

Some findings of the study would suggest that the grouping practicés of New
- hd % s
Brunswick schools have worked to either create or maintain -acial disassociation.

The fact of the matter is that, to a large extent, it has prevented many students who

are racially different from interacting favorably with each other. The justification

. >

given by some schooi people for the grouping praétices invariably speaks to the area

=

of cognitive learning. The affective domain of learning seems to have been almost

forgotten. Given this, it would appear that the observations of Sandra Koslin and her-
associates are worth noting:

Whatever reason is offered for the grouping policy, it is

likely that in a school where all classes at any given grade

level are similar in racial composition, children experience a

very different "integration" from that experienced by children

in a schocl where some classes. . .are all white or predominantly

white while others are all Black or predominantly blc “. However

"reasonable" the apparent motive for the administrative ma-

nipulation. . .the grouping practice nevertheless helps to create a
_social environment in which race is salient as a criterion for cate-

gorizing people... In turn, there is less psychological freedom

to find an area of human activity where biracial learning can

lead to favorable attitudes. Furthermore, grouping practices which

result in ‘an uneven distribution of minority students in the classes

.« .sharply constrain opportunities for varied interracial contacts.” . -

3. Sandra Koslin, et. al., "Classroom Racial Balance and Students' Inter-
racial Attitudes," Sociology of Education, 45 (Fall, 1972), p. 388.
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A The racially segregative impression, resulting from class aﬁd program c:signments B
at the high school in particular, is also foynd in other schoal activities. 'i'he involve-
ment of black and Hispanic students in extra-curricular activities is, at-best, minimal.
Looking at the membership of some school~sponsored afhleﬁcifeams, organizations, and
activities, one finds it absolutely exclusive of minority-group rep;gesentaﬁves. Just

as some classes and academic areas seem.to represent a "white domain," the same
) ~ %
is true with some areas of the school activities programs. A contributing factor to

-

this situation might well be reflected by students' responses which suggested that the
school had net extended itself to encourage student participation.

-Jane Mercer, in characierizing a model for multi-racial and multi-ethnic schools
offered this description: ‘ “ : e

Students of all ethnic grouns are structurally integrated (a pro-
cess that provides equivalent power and prestige for all school
participants) into the social system of the school so that they hold
cemparable statuses and play comparable roles in the school. Spe-
cifically, this means the children of ethnic groups perceive each
other as friends and that the distribution ofXalued statuses and .
roles in the school is similar for all groups.

The conditions that Mercer describes seem to be something which has been given little

s

~ attention in the New Brunswick secondary schools, This is evidenced by the lack of

parity between minority and majority-group students in terms of roleg‘fhey play and
positions they occupy. If the New Brunswick schools are troubled by racial polari-

zation, and there are some signs of this, they might do well to think of Mercer's

4, Jane Mercer, Evaluating Integrated Elementary Education: Technical Manual
(Riverside, California: Program Research in Integrated Multiethnic Education, Uni-
versity of California, 1973), p. 2. :

o)
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model and re-exxamine the process that resulrs in an imbalanced racial represeatation

in presticious school-life roles.

.t

. : \ -
Looking at ihe levels of student satisfaction wiih classes and programs , one finds
that white stuclents, who have generally exercised more choice in course selections,

are the most dissatisiied racial group. Surprisingly, it is the minority-group students
‘ . . . \ i
wio are most accepting of-their programs of study. A substantial number of students,

in all racial groups, hove-registcred their dissatisfaction and tried unsuccessfully to

change programs and classes. . ‘ . :

Recommendations

N

1. FIND AND IMPLEMENT AN ALTERNATIVE TO ABILITY-GROUPING.

Ability-grouping practices have, at least-in part, been re- ‘ -
sponsible for restricting the educational opportunities for
some students and limiting the pnssibilities of interracial
interaction betweer. . ** students. The homoyeneous classes,

) * . which ability-grouping produces, operate cgainsi positive

. ‘ - socialization and do little to improve achievement. Group-

) ing for any reason cannot, by itself, be a solution for ‘ . -
problemsof students wnl'ldlfferenf learnlng levels and styles.
An alternative to grouping might be differential instruction
. treatment within a heterogeneous setting which speaks to the

,needs of various groups.

i
!

2, MOVE DELIBERATELY TO CREATE RACIAL REPRESENTATION [N

ALL CLASSES.
The existence of al'-white or all mlnomy-group “lasses.in .(,\ '
+ a racially integrated school is'inexcusable. It is not only S v

educationally uhsound, especially if one associates educa-
tion with life expectations, but it helps to perpetuate

racicl stereotypes and reinforces the segregative manifestations
- of the larger society. Students' attitudes cvout them~
selves and others are, indeed, shaped by the way they learn,

-t . ' RN
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and the factors which/;ffect that learning. Learning must
take place in a manner and environm  + where students
view each other os equals and share jo: tly in all aspects
of school life.

REDUCE THE THREAT OF STUDENT FAILURE IN CLASSES
AND PROGRAMS,

Students have avoided certain classes and programs, par-
tic slarly those with high levels of difficulty, because of
the fear of failure. ‘If students are to be encouraged to con-

_ front the more challenging disciplines, they must be given the

assurance that they can be successful in their efforts. Success,
ther, must ke defined in different terms for different students.
The method of assessing student achievement needs to be re-
considered with progress being viewed in relative terms.
Withir a capability frame and with little reference to norm-
ative performance, students should be allowed to compete

only with themselves. They should be assessed not by com-
parison with other students, but in terms of how far they have
moved from their individual points of departure.

MAKE MORE ACADEMIC DEMANDS UPON MINORITY-
GROUP STUDENTS AND ENCOURAGE THEM TO BE
ACCEPTING OF THOSE DEMANDS.

Minority-group students, clearly, are not represented in the
more academic disciplines and there cre some reasons for this
which are not associated with ability. One of these is the
option, too frequently exercised, which allows students to
choose the least stringent courses. Another is the lack of en-

- couragement provided by the schocls whick would persuade

students, particularly minority-group students, to be accept-
ing of a mure demanding schedule. The options allowing for
difficulty evasin need to be reducad and, even then, used
sparingly. Along with this should be a set of motivational
strategies which would be uszad to influence students to look
for greater challenges.
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EXAMINE THE PROCESS OF PROGRAM SELECTIONS AND
MINIMIZE THE DIFFERENTIAL OFFERINGS MADE WITH-
IN PROGRAMS.

Nearly twenty-five percent of the rinority-group students
in the high schools are viewed as being in college prepara-
tory programs. This percentage, however, is not represented
in the enrcliment of college preparatory courses. If a large
number of minority-group students are, in fact, in college-
bound programs they are being prepared differently than the
majority of white students who are similarly programmed. In
looking at all programs, one finds that most minority-group
students are in non-college "tracks" with a relatively few
white students. How minority-¢roup students make their
program decisions a 'd the amount and kind of counselling
provided tq assist them needs to be examined and reasonably
justified.

PROVIDE A GREATER ACCESS TO THE FULL RANGE OF
INSTRUCTIONAL OFFERINGS.

Significant numbers of students, representing all racial groups,
are not enrolled in classes in which they wish to be registered.
There are high levels of program dissatisfaction, particularly
among white college-preparatory and business students, and
low levels of interest maintenance among a significant num-
ber of students from all racial groups. Efforts by most of these
students to enter classes for which they have not been pro-

-grammed have met with little success and may account for some

of the dissatisfaction and lack of interest.

©

MAKE EFFORTS TO INSURE RACIAL REPRESENTATION IN THE
MEMBERSHIP OF SCHOOL TEAMS, ORGANIZATIONS, AND
ACTIVITIES.

There is absolutely no justification for having all-white ath-
letic teams in an integrated public high school. Nor is it
defensible to have a school-sponsored activity whose mem-

Jbership does not include students from all of the racial groups

which comorise the school population. The school must be
aware of the image its teams and organizations project both

71
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inside the school and beyond the school grounds. There has

to be a deliberate effort to insure that the membership of any
school activity reflects the racial diversity of the school's

student body.

~8.  ENCOURAGE ALL STUDENTS AT NEW BRUNSWICK HIGH
SCHOOL TO PARTICIPATE IN SCHOOL ACTIVITIES BUT
MAKE ADDED EFFORTS TO INVOLVE MINORITY- GROUP
STUDENTS,

The extent to which all students, at Roosevelt and New Bruns-
wick High School, perceive themselves as having been
encourcged by tie schools to participate in school activities
is dismally low. Students must be persuaded to engage them-
selves in school activities for this is the one area where many
young people, irrespective of differences in academic_ ability,
can positively interact with each other. White students, to a
-fair degree, are involved in school activities but black and
Hispanic students, for the most part, are non-participants.
Special efforts have to be made to involve minority-group
students who, seemingly, have been excluded from an impor- "y
tant part of secondary school life. )

Some Curriculum=-Related Issues

When school systems are evaluated, attempts are invariab!y made to assess the
quality and effectiveness of the schools' curricular offerings. For this purpose, the
curriculum is usually narrowiy defined and reference is made only to that \;ariety of -
planned, instructional activities which schools have provided for their students. This
definition, though limited in scope, might be appropriate and operational for those
who wish fo excsmine", within a curriculum context, those instruction-related experiences
which schools deliberately offer.
No effort was made in inis siudy of the New Brunswick schools to assess curric=

- -

ulum (by any definition) in any systematic or comprehensive manner,?élthough it
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would have been desirable, no attempt was made to examine and evaluate the full
range of »ducational programs, the many subi~ct offerings, the various modes of in-
struction, nor the different evaluation designs. Attention was given, however, to

some curriculum-related issues which seemed to be of particul ar importance for those
< \
who are concerned about the quality of racially-integrated education. Those issues

were raised by ‘he following set of questions:

- How well do the schools perform in providing basic skills (reading and
math) education for siudents? ‘

¢

- How well do the schools prepare students for higher education?

- How well do the schools prepare students for employment in the
world of work? '

- How effective are the instructional methods an ! materials used
by rhe teachers in the schools?

- To what extent do the instructional materials refer to the experiences
of minority groups?

- How responsive are the schools to the particular needs of low-achieving
students? '

- Are students of different racial groups equally graded for the same
quality of performance?

3

Answers to the above questions did not result from analyses of the processes and oui-
comes of educational programs. The responses to the issues raised were, for the

purposes of this report, reflected by the perceptions, attitudes, and opinions of stu~

dents and the professional staff. /

.

Basic Skills Educaticn

Basic to any public school's educational program should be activities which address

e
w3~




49

themselves to the development or improvement of students' reading and computational
skills. One of the public's major educatior al concerns continues to be the inability
of many young people to fead with ccmp;ehension and calculate effectively enough
for day~to-day living.\ In viem; of this, it seemed important to get some sense of New
Brunswick's efforts in fraining students in basic mathematics and reading and to make
some judgement about th; effectiveness of those efforts.

. How faculty members of the various New Brunswick schools felt about the school

system's efforts in basic education is reported in Table 3.13.

<

Table 3.13

Faculty Ratings of Basic Education
in the New Brunswick Scnools

1 " Percent of Teachers in
School " Each Rating Category Total
High Medium Low
Elem. Schools 57.0 - 36.4 6.6 100 (121)
New Street 75.0 12.5 12.5 100 ( 8) .
Roosevelt 52.6 42,1 5.3 100 ( 38)
Redshaw. 20.8  42.9 31.3 100 ( 48)
Gibbons 62,5 12,5 25.0 100 ( 8)
NBHS 13.6  36.8 49.6 100 (125)
Family L.C. 0.0 0.0 100.0 100 ( 5)
Total . 37.4  37.1 25.5 100 (353)

>

When looking at the total school system, one finds that the teachers' average
ratings of basic education fall between high and medium with about one-quarter

of the ratings falling in the low category. Teachers in the slementary schools

e
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and at Roosevelt seem to have the highest regard for their basic skills programs.
It is significant to note that almost one-lalf (49.6 percent) of the teachers at New

bBrunswic:k High School rate their basic education programs as being poor. All of the

secondary schools (Redshaw, Gitbons, and NBHS) , when compared with the lower~

level schools, have a higher percentage of teachers who gave a low rating to basic

math and reading efforts. Oddly enough, and wirh probable cause for concern, all
teachers at the Family Learning Cenrer registered a low regard for the efforts made by

their school in the area of basic education.

Preparation for College

The‘iarge number of students enrolled in college preparatory programs and the
generai orientation of many school partic:pants toward higher education would suggest
and perhaps mandate that the schools mainta’:i a variety of qualitative learning experi-

-3

en{gés whichh;harepare students for entry into college.

| Teachers in the three secondary schools (Redshaw, Gibbons, and NBHS) were -
asked to rate their schools in terms of how well they were performing as they prepared
students for college. Their ratings are presented in Table 3,14, It is interesting to
note that while most teachers at New Brunswick High School gave a low rating to their
basic skills education, a high percentage of them gave a high rating to their school's
college preparation efforts, The Gibbons School makes a striking comparison with
the other schools~~seventy~one and four tenths percent of its faculty viewed the college

preparation efforts as being exceptional. The Redshaw School's faculty, when compared

with that of the other schools, did not have a large percent of teachers who felt their
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college preparation efforts were deserving of a high rating.

Teble 3. 14

Faculty Ratings of Schools' College Y
Preparation Efforts

Percent of Teachers in
Each Rating Category
School Total

High Medium Low

Redshaw

27.7 447  27.6: 100 ( 47) :
Gibbons  71.4  14.3 14.3° . 100 ( 7)
NBHS 43.7  37.3 19.0: 100 (126)

Total ' 100 (180)

It should be mentioned, however, that the racial makeup and perhaps general ori-
entation of the Redshaw. School is different from tfhat of New Brunswick High School.

. LY e ? N
At Redshaw, there is a higher percentage 'of minerity-group students and this might

o
be a significant factor,

Preparation for Employment

There are, of course, many students who do not plan to go to college. and who
will seek employment soon after they ieave school. In anticipation of this, the school
has the responsibility of providing young people with the kinds of learning experiences
which will enable them to find productive and self-satisfying roles in the various occu-

pations. How the schools are assuming that responsibility, from the viewpoint of New

Brunswick teachers, is reported in Table 3.15.
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-
L e
o«



Y
N
AY

Table 3.15

Faculty Ratings af the $-:haols' Effarts ta
Prepare Students for Fmployment

Percent of Teachers in
Each Rating Categary

School High Medium Low Total .
Redshaw 38.3 42,6 19.1 100 ( 47)
Gibbons , 14.3 85.7 0.0 100( 7)

NBHS 24,2 48.4 27.3 100 (128) :

Total . 100 (182)

As compared ta college preparatian, employment preparation is not rated as high-
ly by the teachers ot New Brunswick High Schaol. A higher percentage af the faculty
at the Redshaw School felt that employment preparation received a higher degree of
effort than did college preparation. The differences of effort between these schoals,
as suggested befare, mig\ht be a reflection of differences in the racial makeup and

orientation of the scheol participants.

~N

\

\\ -Teacher ratings of the scFiqals' efforts at preparing students for employment are
SOm‘e\vhat confirmed by their answers ta the question, "How do you feel the schoal's
vocational courses relate to the riab apportunities in the area?" The respo;xses of
teachers at New Brunswick High Schaal are of special interest because it is at their
school where the vocational program is mare defined and students are most likely to
be seeking employment. One of the disturbing things that Table 3.16 reveals is the
high percentage af teachers (37.1 percent) who perceived the vacational caurses as

having minimal or no relevance at all to jab appartunities in the New Brunswick area.

Ce's
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Table 3.16

Relevance of Vocatiore | Courses to Area
Job Opportur.ities
(as perceived by teachers)

Percent of Teachers in
Each Rating Category

School Total
High Moderate Minimal None
Redshaw 30.0 42,0 26.0 2,0 100 ( 50)
Gibbons—62;5—37.5—- - 0.0 0.0—100-(—8)
NBHS 15.2 | 47.7 32.6 4,5 100 (132)
Total 21,1 45,8 29.5 3.7 100 (190)

tnstructional Methods and Materials

The success of any in;ﬂucfional program hinges largely on the effectiveness of
teaching strategies and the quality of resources drawn upon for instructional ourposes.
The methods that teachers employ and the materials they use may be determined by

.
school policies and procedures, individual teacher choices, or a combination of these
and other factors. Much, however, depends upon teacher initiative and the willinéness

of the school to provide support and direction for instructional efforts.

Instructional methods. To get some feel for the effectiveness of instructional

methods employed in the New Brunswick school system, teachers were asked tfo rate
the quality of teaching strutegies in their individual schools. Their ratings are pre-

sented in Table 3.17.
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Table 3.17

Faculty Ratings oi 'nstructional
Methods

. Percent of Teachers in
7 Each’Rating Category :
School - Total
High Medium Low

4

Elem., Schools 55.3 34.0 10.7 100 (121)

. New Street . - 0.0 12,5 87.5 100 ( 8)
: Roosevelt 41,7  52.8 5.6 100 ( 36)
- Redshaw 29.8  48.9 21.3 100 ( 47)
Gibbons 62.5. 25.0 12,5 100 ( 8)
NBHS 46,9  38.3 14.8 100 (128)

" Family L.C. 0.0 0.0 100.0 100 ( 4)
Total 48,9  38.4 12.7 100 (352)

Most teachers (87.3 percent) in the school district gave a medium or high rating
to instructional methods, Teachers at Redshaw and the New Street School were not
inclined to offer a high rating. All of the teachers at the Family Learning Center,
though few in number, gave a low rating to the instructional methods they employ.

Instructionnl materials. The faculty of all schools tended to rate the quality

o{:' instructional material between high and medium. The lowest percentage of teachers

giving them a high rating were at the New Street and Roosevelt schools. |
While most teachers r;.'zted the overall instructional materials as having a high

or medium quality, they were less disposed to give similar ratings to the textbooks

and supplementary materials which relate to the experiences of minority groups--as

is reflected in Tables 3..18 and 3. 19.
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Tqble 3.18

Faculty Ratings of Instructional
Materials

Percent of Teachers in
. Each Rating Category
School Total

High Medium ~ Low

Elem. Schools 44.3 42,0 13.7 100 (124)
-~ New :Street 25,0 50.0 25.0 100 ( 8)

- Rossevelt 32.4 45.9  21.6 100 ( 37)
Redshaw 27.1 45.8 27.1 100 ( 48)
Gibbons 37.5 25.0 37.5 100 ( 8)
NBHS 44,6 37.2 19.2 100 (130)
Family L.C. 37.5 25.0 37.5 100 ( 8)
Total 40.3 40.0 19.7 100 (360)
Table 3.19

Amounts of Textbooks and Supplementary Materials
Used by Teachers-which Refer to
Multi-Ethnic Groups

Percent of Teachers in
Each Rating Category

School Total
Most Some  Vvery None
N Few ‘
Elem. Schools 33.3  40.7  22.2 3.7 100 (135)
New Street  28.6 42.9 14.3  14.3 100 ( 7)
- Roosevelt 12.8 53.8 23.1 10.3 100 39)
Redshaw 33.7 28.6 28.6 10.2 100 ( 49)
Gibbons 50.0 0.0 50.2 0.0 100 ( 8)
NBHS 17.5 42,1 36.0 4.4 100 (114)
Family L.C. 0.0 50.0 50.0 0.0 ](lo ( 4
Total 25.8  40.2 28.4 5.6 100 (356) 80
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An inspection of table 3. 19 shows that 34 percent of the teachers in the school
system vus: very few or no materials which are multi-ethnic and which relate to cultural
and racial diversity. Looking afs\hggas“individually , teachers at the lower-grade schools
appear to make the widest use of multi~ethnic materials. - ‘

Student responses fo the question,."Do textbooks and instructional materials
you use deal with the experiences of black and Puerto Rican or other Spanish-speaking

people?," are reported in Table 3.20. The reported use of multi-ethnic materials by

teachers is significantly different from that reported by students.

Table 3.20

Frequency of the Use of Textbooks and Materials
Relating to Blacks and Hispanics
(as reported by students)

- Percent of Students in
School gzcml : Each Frequency Category Total
roup
very ver
) often  often seldom  seldom never
Roosevelt W ( 10) . 0.0  40.0 - 60.0 0.0 100 T
M (50)** 14,0  48.0 - 32,0 6.0 100 |
_Redshaw W ( 12) 16.7 25,0 25.0 8.3 25.0 100
M (44)** 20.5 31.8 20.5 6.8  20.5 100
Gibbons W ( 13) 15.4  38.5 7.7 15,4 100
M ( 27)** 22,2 1 25.9 14.8 100
NBHS W (238) 2.9 31, 31,1 20.6 100
B (133) 3.0 113 30.1 4.5 - 21,1 100
H ( 54) 16.7 24,1 16.7  25.9 100

81
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L:oking at the responses of students from the four upper-grade schools, one sees.

that a le; je number of students are seldom or never exposed to multi-ethnic materials,

The least exposure is at New Brunswick High School where 83.2 percent of the white

students, 85.8 percent of the black students, and 6£.7 percent of the Hispanic stu-

dents reported that téxtbooks and supplementary materials either seldom, very seldom,

or never.refer t> black and Hispanic peoplc.

Provisions for Low-Achieving Students” -

*

rd

‘In most public schools there are a number of studenfs'who, for o variety o( rea-
sons, become low achievers and are unable to measure up to normal academic standards.
In some schools it has become common practice to identify low achievers and make

o
deliberate efforis which are intended to assist them in moving gloser to normative achieve-
ment levels.

To determine how low achievers were provided for in New Brunswick schools,
_teachers and school principals were asked to respond to the question, "To wha‘t extent
are official and school-wide tutorial ﬁrovisions made for students who, for various

reasons, are not meeting class or school standards?" Fifty percent of the school prin-

cipals reported that there were no officially-determined school-wide tutorial programs

in their schocls. This suggested that, in at least one-half of the schools, there were:
no uniform practices for remediation and whatever happened to low achievers in

instructional settings wasdetermined by individu: . reachers. Of the teachers respond-
ing to the question, only 17.5 percent of them felt that there was a broad and officially-

determined tutorial program in their school. A sizable number of teachers (41.4 percent)
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‘with teachers in all schools with the excegtion of*those in the’ G:bbons School who re-

“for students who cannot deal witir the standard (regular) curriculum?" Most of them
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» - -~ e I . [ . H ’
reperted that"their school did have officially-determined' programs but they were narrow

x
o
.

in scope. Many teachers (40.3 percent) fel® that their school provided ro school-wide

or officially-deterinined programs at all, These findir gs were relatively consistent

vorted that they had a schoo|7widé plan for helping the lower achievers.
¥

Teachers were also asked' ihe question, "Generally, what provisions are made

indicated that such students were either p-t into special classes"o’r were kept in reg-
ular :lasses and given special atteirtion, What was most d'sturbmg about the .teacher
_'e..ponses was thai’ 20. 1 percent of the eleffientary faculty- (N 134), 24 4. %:\arcent of
thé “Yoosevelt faculty (N=41), 30.8 percent of the Redsk=w faculty (N=,52), an 20.9 .

percent of the New Brunswick High Scheol faculty (N=129) reported that students who

(3

- : ". M 'l [ .
could not cope with the stancerd curriculum were kept in regular classes but given no

~

pecial attention. Y _ o .
P . . o .

v

Equality of Grading {or Student Performance

v

_— o . N s . .
How students perceive the fairness with which they are treated is extremely im-

.
”

. . . . 11T
poriant<or any school, It is perhaps even more important in racially integrated schools
where students and faculty members often make assessments of school practices in racial

terms. One school pructice which invariably raises ihe fainess nuestion is that of grading.- .

'y

How students of different racial groups fzlt about their grades, as they relate o fairness,

was ditérm'ine'd by c{sking them this question: "Da you think that some teachers give

: S ,
higher grades to white students than the + do to black and Puerto Rican students for the

. 83
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same quality of work?" They were also asked to respond to this question when it was

reversed. Their responses are shown in Tables 3,21 and 3.22,

A

\

Table 3.21

Student Responses to the "Teacher avoring
White Students ir Grading" Question

Racial Percent of Students
School Group . Yes -~ No Total

Redshaw ~ White ( 12) 0.0 100.0 100
Minority ( 43) 34,9 - 65.1 100

Gibbons  White ( 14) 0.0 100.0 100
Minority * 27) 14.8 85.2 100

NBHS - White (239) -11.7  88.3 100
‘Black  (129)  46.5 53.5 100

4 100

Hispanic ( 52)  34.6 65.

™ Table 3.22

Student Responses to the "Teacher Favering Black and
Puerto Rican Students in Grading" Question

r— v m— —

Racial Percent of Students

" School ‘Group Yes No Te .al

N

Redshow White ( 12)
Minority ( 47)

83.3 100
9.4 100

Gibbons . White (1) 10G.0 100

Black (132 87.9 100
86.8 100

.

6.7
0.6
0.0
" Minority ( 26) 3.8 96.2 100
NBHS  White (236) 35.6 64.4 100
12.1
13.2

Hispanic ( 53)

A
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A maiority of students in the three secondary schools did not feel that teachers
favored students of any racial group with their grades. A significant percentage
(34.9 pe\rcent) of minori‘ty-group students at Redshaw, however, felt that teachers
favored white students when they graded. This was also true at New Brunswick High
School where 46,5 percent of the black students and 34.6 percent of the Hispanic stu-
dents suggested that teachers showed racial favoritism toward whites with their grades.
On the other side of the <oin, a high percentage of white students at New Brunswick
High School (35.6 percent) felt that minority-group students were favored.

Teachers' Suggestions for Improving the
Curriculum and Instructional Program

One of the best sources from which recommendations for curriculum éhange can
be elicited is the instructional staft . :fhe teachers, along’_with students, are closest
to the instructional program and are in one of the better positions to serve as judge of
its strengths and weaknesses. In view of this, faculty members were bsi(ed” to offer a
single recommendation, of highest priority, for improving the programs of study.
Suggestions for improvement were made by 100 teache.rs (76.9 percent) at New Bruns-
\;vick High School and 110 teachers (8é.8 percent) ii: the elementary scho<‘>l§. These
instructional staff members provided the widest' range of recommepdations which are
listed in the following two tables: New Brunswick El’ementary Schools Teacher

Recommendations of Highest Priority for Program Improvement ard New Brunswick

High €chool Teacher Recomrgendation; of Hignest Priority for Program Improvement.




Table 3.23

)

New Brunswick Elen-entary Schools
Teacher Recommendation. >f Highest Priority
for Program Imprc "ement

(N=110)
Percent of Teachers -
Recommendation . Recommending
More and better materials ' 21.8
Improved “individualized instruction 17,2
A more diversified curriculum 17.2
. Support for Professional )
Development - 10.9
In-service Training 9.2
Improved reading Program 8.2
Remedial instruction ) 7.4
Reduce the amount of change 6.5
‘ More teacher participation in
decision~-making 5.5
More special services 2.4 .
Total 100.0
Table 3.24
New Brunswick High School “ .
- Teacher Recommendations of Highest Priority
for Program Improvement
(N=100) , e
.Percent of Teachers
Recommendation Recommending .
" More varied materials 27
8roader remediation program ]
in reading 23
More work-study type programs . 18 ,
Drop behavioral objectives 12
More paraprofessional help 1 N
More space for instruction 3 ;
in-service Training 3
Parent support . _ 1
Administrative leadership - i .
Continuous evaluotion } 1 86
Total - 100 .
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At the Redshaw School, 59 percent of the faculty (N=39) felt that improving

instructional materia

Is and individualized programs were of first priority. At ‘he

Roosevelt School two recommendations stood out. Here, thirty-three percent (N=24)

-
+

of the teachers saw the highest priorities a5 in-service training, more interaction among

3

~

\
teachers, and a consistent and supportive approach to curriculum change and develcp-

i

ment: Twenty-nine percent of them (N=21) saw the top priority in the curriculum area

as being that of improving instructional materials and making them more varied.

Summary and Discussion of the Findings

"Faculty members and studen'ts are the major p/articipar;ts in the instructional pro-
“cess. As they assume their respective roles as teachers and learners, they position
themselves to become evaluators ¢ curricular programs. How they perceive the attri-
butes of curriculc;r offerings and the quality of presentation is, indeed, important.
Their attitudes, opinions., and recommendations, when seriously considered, can pro-
vidé direction for mean'ingful program“change . .
leachers in the elementary schoots, for the mos* part, appear to be satisfied with
their basic education programs, especially since they rate tliese rather highly., How-
ever, teachers in the secondary schools do not tend ‘o give much praise to tneir basic
education activities. /’\sla matter of fuct, nearly fifty percent of them rcte their basic
skill/s,.'{programé as being poor. ’At the Fumily Learning.Center, every responding fac-
ulty member sugg.estéd that its basic skills efforts were only deserving of a low rating.

What seems to have happened in New Brunswick schools is similar to ~hat has occured

in many other school systems where secondary students with learning deficits have, in a
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sense, been written off. In these systems, the con;:enfrotion of basic education efforts
has usucily been placed in elementary schools, cften at the sacrifice of many young
. people who are in the upper grades.

Teacher: in New Brunswick High 3chool and the Gibbons School generally felt
that students were being adequately prepared for college. This is somewhat paradox-
ical, however, since they gave a low rating to their basic education efforts. From this,
it could be assumed that the college preparation programs were effective for special
groups within the school population, but inaporopriate for others. This assumption would
be paiticularly valid if students in need of basic skills were seriously planning for
entrance into higher education. It is significant to again note that.oll of the faculty
at the Family Learning Center rated their basic education program as being poor.

This seems to suggest that students here are assumed nct to have college entrance as an
option.

Secondary school faculties tended not to give a high roi’iné to the schools' efforts
E)

7

at preparing young people for employment. Their low rating of employment preparation
was confirmed by their assessment of the appropriateness of the schools' vocational
course offerings. Most teachers perceived these as being moderately or minimally
relevant 10 job o;apori'unii'ies in the New Brunswick area.

/
/Most teachers in all schools, except those at Redshaw, rated fhe/ir instructional

‘ -

' e
methods rather highly. They had less regard for the quality c&th’e instructional mater-
ials they used. ' Speaking specifically about the ex/tgm%which they made use of multi-

ethnic materials and textbooks, a high percentage of them indicated that the usage

was minimal, if at all. This indication was strongest at New Brunswick High School.
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Students in the secondary schools suggested that multi-ethnic materials and textbooks
were eny.loyed with even less frequency than that reported by teachers. More than
one~-half of them responded that they are seldom, very seldom, or never exposed to
multi-racial instructior:al materials. At New Brunswick High School, where one might
expect to find a wide use of materials speaking to racial and ethnic diversity, approx-
imately 80 percent of the sfuden‘fs (representing ali racial groups) responded this way.

Teachers had mixed, but somewhat balanced, opinions ubout the existence of

=

uniform and school-wide programs for low achievers. 1t appeared that no matter who
decided on the extent and nature of remedial and tutorial programs in the schools,

they were, nonetheless, inadequate and narrow in scope, Students who cannot cope

with the regular currictium, most teachers reported, were either placed in special
classes or kept in regt lar classes and given special attemiion. A signiticant number
of teachers made the dizturbing suggestion that non-coping students were kept in reg-
ular classes and afforded no special provisions.

-~ Young people from all racial groups and in all secondary schools tended to feel . i
that racial bias was not reflected by the grading system. In each racial group, however, i
there was a significant number of students who felt that members of other raciol grougs I
were favored and groded higher than themseives for the same quality of periormance. |
This feeling, of course, should have been expecied, and espacially so if race con-
sciousness parmeated the school setting or if compe!irion between racial groups was
allowed to prevail. Students, nevertheless, have always had an occasion to charge

teachers with favoritism even when their schocl enrollments represented < single racial

or ethnic population. Sometimes those charges have been legi‘imote, but when they are
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made in an environment of acute raciai awareness, they go beyond .nere legitimacy

.and take or different meanings. /,/ '
. ] .
A sizable number of teachers in all schoois felt inclined to offer recommgnda-

/s
tions for improving the curricular and instructional programs. [n both the elementary

and secondary schools, they gave a high priority to the need for better and mare varied

LY

materials. Faculty members in the lower-grade schools emphasized the need for a more

diversified curriculum, support for professiondl growth, and in-service training. Teachers

at New Brunswick Higl. School saw a need for broader remediation and reading programs,

more work-study programs, and dropping behavioral objectives.

Reco mmendations

1. BROADEN THE BASIC SKILLS PROGRAM AT THE HIGH SCHOOL.

All of the research and literature, speaking to the subject, clearly
reveal that relative deficits in basic skills increase as grad : levels
rise. "New Brunswick schools provide no exception and this is dem-
onstrated by their mathematics and reading achievement data. The
need to concentrate on basic skills is just as great, and perhaps
greater, in the high <chool as it is in the lowé&r-grade schools. At-
tention, therefore, should be focused, 'east equally, in all of the
schools where students have limited competencies in reading and math.

2.  UPDATE VOCATIONAL A.ND OTHER EMPLOYMENT-PREPARATION
PROGRAMS AND GIVE [ ARTICULAR ATTENTION 7O THEIR
APPROPRIATENESS FOR LOCAL JOB OPPORTUNITIES.

Many high schools, often out of habit or tradition, offer vocatior.al
courses year after year with little regard for the changing demands

of the job morket, Srude:ts who are not going to college, and

many who are, need to be preparad to fill meaningful occupational
roles shortly ofter they leave high school. it goes without saying,
that the preparction of students for employment should be compatible -

L)
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with employment opportunities. For those stucents who will remain
in the New Brunswick area after graduation, there needs to be an
improved vocational and occupational program which prepares them
to fill those jobs in the loca! employment arena.

IMPROVE INSTRUCTIO NAL MATERIALS AND METHODS. MAKE
THEM MORE REFLECTIVE OF MINORITY-GROUP EXPERIENCES.

The quality of learning outcomes is largely a function of qualitative
instructional methods and materials. [f teachers are expected to do

the best job with fheir students, it follows that they should employ

the most effective, instructionai strategies and have access to appro- ’
priate instructional materials. The general attitudes of New Brunswick
teachers toward existing teaching methods and materials suggested

a need to examine instruction techniques and materials they are now
using with-a focus on methods for improving them. - »

The importarice of using multi~ethnic materials and textbooks in

chools has long beer validated. It is no longer necessary to debate
over the relevance of study materials which are related to the interests,
backgrounds, nnd experiences of all young people represented in the
stucent body. The minimal exporure of students, particularly ir the
high school, to multi-racial and ~ulti--ethnic learning materials does
little o support the ideal orientation of integrated schools. Black
studies and Puerto Rican History do not, aione, meet the requirements
of an appropriate multi-ethnic curriculum,

EACH SCHOOL, WITH THE SUPPORT OF THE CENTRAL OFFICE,
SHOULD DESIGN AND IMPLEMENT A WELL-DEFINED PROGRAM
TO MEET THE NEEDS OF LOW ACHIEVERS.,

If the New Brunswick schools are seriously concerned about the spe-
cial needs of low achizvers, they should make deliberate efforts to
deal with the problems of the marginc! or less~than-marginal student.
How low achievers are provided for should not be left solely to the
discretion of individual teachers nor should provisians be made in a
haphazzard manner. A carefully designed school-wide (or system-wide)
remedial and tutorial plan should be developed and supported. This
would give direction to teachers in meeting the requirements of young-
s ers who perform below par. It would also help to prevent non-coping
srudents from having to sit, as many of them apparently do, in class-
rooms without receiving some kind of special attention.

a1
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3. UNIFORM GRADING PROCEDURES SHOULD BE ESTABLISHED,
ARTICULATED, AND MONITORED.

Students often feel they are treated unfairly when it comes to grading.
Oftentimes, this feeling.of unfairness results from a lack of under~
standing in terms of performance standards and grading procedures.
This is not to suggest that grades do not sometimes reflect teacher
bias, but it is to say that bias is more diff'zult to contain when there
are no controlling guidelines. Unfair grading, whether it is real or
imagined, can create an extremely sensitive area in racially inte-
groted schools. The fact that members of one racial group will feel
favored or disfavored should be anticipated. To minimize conflict
growing out of this, the schools would be wise to develop and articu-
late a uniform grading procedure which is reasonable and monitored.
Students, from all racial groups, need to know the basis for their
grades and have the assurance that it represents a measure by which
they and their peers are fairly evaluated.

6. CONSIDER TEACHER RECOMMENDATIONS AND SUPPORT THEIR
SUGGESTIONS FOR CURRICULUM IMPROVEMENT,

New Brunswick teachers seem to have a clear understanding of their
curricular ard instructional problems. They hove made suggestions
for dealing with them which are strongly supported by the research
findings. 1t is understandably frustrating for them, however, to con-
tinue offering recommendations if they go unheeded and are never
transl..*ed into improved programs. Teachers' suggestions made in
this study for improving curriculum and instruction should be given

. considerable attention; at the same time, the input from faculty
members should be continued in a systematic and useful way.

Student Discipline

Discipline, in schools, is often described in punitive terms and interpreted as a
way of controlling student behavior. The negative tone of such descrintions and in-
ierprefaions has a heavy ring in the many schools where the disciplinary process is

unishment-bcsed and operationalized with "after-the-fact" procedures. In this
p P p
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kind of setting an inordinate amount of attention is given to modifying deviant be-
havior, which is often differently perceivea, and developing structures for‘ student
compliance and adaptation. -

An effective disciplinary process speaks to far more than rules and regulations
and the penalties for their infraction. While it does have a punitive aspect, the need
for punishment is reduced in proportion to the amount of preventive measures theg;chools
take. Student discipline can be characterized by the degrees or kinds of orderliness
within srhools and the means by which that orderliness is obtained. That character-
ization should, howev~r, be extended to include a process which moves young people
from dependence on-adults to reliance upon themselves. It should represent a
set of activities which serves to wean students away from odult direction and disc‘i-
pline and leads them toward self-direction and sel{-discipline« ldeally, discipline
should include preventive, remedial, and directional measures which guide students
toward positive participation in the school's social system and the broader social
order which exists outside of the school setting.

In. exomining Ithe disciplinary process of New Brunswick schools, attention was
focused on the upper gradgs and questions were asked which spoke to governing rules
and the equality of their enforcement, student exclusions and suspensions, self-disci-
pline of students, .:d the general disciplinary tone of the various school environments.
To understand how students and the professional staff felt about these questions, the
following issues were raised: .

- To what extent are students given responsibility for self-discipline
and the control of their own behavior?

a3
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- Is there an equal application of punitive measures when students
commit similar offenses?

- Is there a tendency to blame som~ students for rule infractions
even when they are not at fault?
\
- Are the rules governing student behavior fair and appropriate?

- Is there a relationship between the degree of punitive actions taken
and students' racial or ethnic identification?

I

Student Suspensions and Exclusions

One of the most severe /vas to discipline and punish students is that of forcing
them to withdraw from schoo/. That withdrawal might be ir, the form of suspensions
which are usually tempora/y or it might come as an expulsion which is either perma=
nent or la*s over a lon7/ éeriod of time. Both suspensions and exclusions are usuallfy
last-resort measures w}/ﬁch suggest that schools have exha-usted their options (as’ they
have defined them) v;hich alle v students to remain in the regular educational setting.
The number of forced student withdrawals and the reasons for which they are made,
in a real sense, reflect the schools' disciplinary tones and certainly are indicativc of
the extent to which schools have assumed positive and preventive roles.

Student suspensions and exclusions obviously differ in terms of their seriousness

and, in most cases, speak to different groups of students. Since the two measures

are different in charactar and represént variant dearees of severity, they need to

be examined separately. In tables 3.25 through 3.28, suspensions data is remorted

for analysis. Dato on exclusions are presented in a following table.

3
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Table 3.25

New Brunswick High School
Incidents of Student Suspensions
by Reason, Race, and Sex

(1972-1973)
Race ana Sex
Reasons for
Suspensions White Black Hispanic Total
M F M F M F
Disruptive Behavior B 6 68 75 4 0 171
Tardiness 84 57 82 67 3 1 294
Cutting Classes 38 24 54 23 1 1 141
Truancy - 17-—36 - 10 8 0 ] 72
Use of Profanity 5 ] 23 @ 1 1 40
Insubordination 47 34 62 38 ] 0 182
Smoking 37 5 21 4 1 0 68
Fighting 15 8 32 15 1 0 71
Leaving Building
without permission 42 13 17 16 0 1 89
Drugs 3 0o 1 0 0 0 4
Drinking 0 0 ] 4 0 0 5
Abuse & Assault 0 1 7 8 0 0 16
Stealing ] 0 0 0 0 0 1
Arrested 0 0 0 3 0 0 3
Bus vandalism 2 0 4 0 0 0 6
Card playing 0 0 0 3 o 0 3
Other reasons 1} 1 5 0 0 0 17
Total 320 186 387 273 12 5 1,183

In analyzing the suspension data, it is difficult to determine the number of stu~
dents actually represented in the total of suspension incidents since some of them

were probably su-oended more than once, It is equally difficult to determine if some

e PR e e H H H
students who committed similcr offenses to those recorded in Table 3.25 were disci-

o

plined in some way other than by suspension. In spite of the possibility of suspension -

-

repeaturs, the reported 1,183 suspensions is alarmingly high for a school with an en-

rollment of approximately 2,000 students,

. 4




Looking at New Brunswick High School suspensions along racial lines, one

finds tha. while black students represent 32.6 percent of the student population,
they represerit slightly more than 55 percent of the suspension incidents. Disruptive
behavior, insubordination, 'anc‘! fighting stand out as the most frequent reasons given
for suspending black students. The first two of these are always_ambig;ously defined,
but all three of them might be symptomatic of larger problems existing in the high *
school. When viewed along sex lines, the black male stuc{q_nt is seen as the one

N .

having the most difficulty with discipline which leads to suspensio}x.

At the Roosevelt Schonl, the suspension pattern is similar to that of the high

school. Here black and Hispanic students make up 81.9 percent of the enrollment, C-

but represent 92.1 percent of the suspensions. Again, the o&tanding reasons given
for their suspensions were disruptive behavior and fighting--those involved were mostly

minority~group males,

Table 3.26
Roosevelt Intermediate School
Incidents of Student Suspensions .
by Reason, Race, and Sex
(1972-1973)
Reasons, for Race and Sex
Suspensions “White Black ‘Hispanic .  Total
M F M F M F .
Fighting 4 0 28 9 8 1 50 ’
Profanity 0 0 5 1 0 0 6
Cafe Disruption 0 0 15 ] 5 0 21
Ruaming Halls 0 0 4 7 ] 0 12
Smoke Bombs YA 0 0 0 ' 0 0 2
Extorting Money 0 0 2 0 [ 0 3
Vandalism 0 0 4 0 2 0 6
Disruptive Behavior 3 0 35 . 18 R 3 70
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Table 3.26 (continued)
. Race and Sex . )
Reasons for - - -
) , White Biack Hispanic  Total
Suspensioﬁs M F M F M F
Hanging out of \\\
Window 2 0 0 0 0 0 2
Cutting Classes 2 2 2 4 0 0 10
Leaving building . N—
without permission 0 0 0 1 0 0 1
Obscene Photo 0 0 0 1 0 0 1
Total 13 2 97 46 28 4 . 190

The Redshaw School's ratio of suspensions to student enrollment (406:674)
was higher than ‘thaf of New Brunswick High School or the Roosevelt School. An
analysis of Redshaw's suspensions along race or sex lines could not be made since

race and sex data were not made available by the school.

_ Suspensions at the New Street School were mcre alarming than at other schools.

Here fifty-four students were enrolled,and the number of suspension incidents totalled .
fifty-three.

At the elementary school level, six incidents of suspensions were reported.
The Bayard Schooltsuspended one black male pupil for being disrespectful. The Nathan
Hale Schoo! suspended three black males and two block females for disruptive behavior.

Exclusions from New Brunswick schools, for the most part, occured at the high
school. Nineteen of the twenty-two excluded students were black,and a majority

of these students were males,
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Table 3.27
The Redshaw School )
Incidents of Student Suspensions by Reason
(1972-1973) o~
Reusons for . Number of
Suspensions Suspensions
Profanity 29
Fighting 130
Disruptive Behavior 90
Vandalism 5
Extortion > 13
Disrespectful” 30
Threatening Teacher n
Smoking 8
Molesting 4
Assault - 21
Cutting Classes . 35
Truancy 4
Drug-related, Offenses 5
Gambling 3
Other Reasons 18
Total 406
Table 3.28
The New Street School
- Incidents of Stucfe;nt Suspensions
by Reason, Race; and Sex
(1972-1973)
Race and Sex
Reasons for \ A
Suspensions White . IB}cck Hispanic Total
M F "M F M F
Fighting 1 0 12 2 0 0 15
Profanity 0 0 10 0 2 0 12
Cutting Classes 4 0 4 0O 0 O 8
Assault 0 0 5 1 0 0 )
Disruptive Behav. 2 0 3 o 1 0 6
Smoking 1 0 4 1 ¢ 0 6
Total 8 0 38 3.0 53
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‘ Table 3.29
New Brunswick High School -
Student Exclusions by Reason, Race, ard Sex
(1972-1973) ,
o Race and Sex ‘ Total
R Reasons for
White Black Hispanic
Exclusions —
F M F'. M F
Selling
. Narcotics 3 0 2 0 0 0 5
Chronic Dis-
) ruptive Behav. 0 0 2 5 0 0 7
Assault 0 0 5 2 0 0 7
Fire Alarm 0 0 2 0 0 0 2
Arson 0 0 0 1 0 0 1
Total 3 0 11 8 -0--0 - 22 o
-

No exclusions were reported by the New Street School nor the elementary
schools. The Roosevelt Sc 0ol expelled two black male students, one black female,
one Puerto Rican male, and one Puerto Rican female for befng incorrigible. The
Redshaw. School expelled one/black male and one Hispanic male for being Acontin-

vally disruptive.

The Fairness and Equal Application of Discipline

Considering the number of punitive disciplinary incidents which have occured,

the rarge of offenses which students-have been charged with commiting, and the

apparent and disproportionate number of minority=group students who have been pun-

ished, questions are certain to be raised which speak to the fairness of school rules
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. A
and the extent to which they are applied. To'determine student perceptions relating ,

to these issues, the following questions were pos;ad:

- Do you think most rules in the school are fair?

i

At school, are you often blamed for things that just aren't .
your fault? )

.- When you are disciplined at school, do you think you are
treated the some as other students would be if they
committed the same offense?
In responding to the "fairness" question, minority-group students demonstrated a higher

‘tendency to view school rules as being unfair than did white students, This is illus~

trated in Table 3.30.

" Table 3,30

Percent of Students by Race, Responding
to the "Fairness of Rules" Question

School  Racial Student Total
Group Responses
Yes No
Roosevelt White 90.0 10.2 100 (N= 10)
Minority 70,6 29.4 100 (N= 51)
Redshaw  White 100.0 C,0 100 (N= 12) :
Minority 75.0 25.0 100 (N= 48)
Gibbons  White 69.2 30.8 100 (N= 13)
Minority 96.2 3.8 100 (N= 26)
NBHS White 69.2 30.8 100 (N=240)
Black 56.0 44.0 100 (N=134)
Hispanic 75,0 25.0 100 (N= 52)




When the respo

Table 3.31 -

. Percent of Students by Race, Responding
to the "Unfair Blome" Question

that most students felt that school rules wer. fair. This, however, should not be in-
terpreted to mean that a sizcble }rlciority or all students are satisfied with the
conditions that govern them. In the Rooseveltand Reglshaw schools, theré is a signifi-
cant percentage (25.0% and 29.4%, respectively) of minority-group students who
perceived the rules as being unfair. At the high school, 44 percent of the black stu-
dents did not view the rules as being fair. T.his same view was sh;'zred by 30.8 percent
of the white students and 25 percent-of the Hispanic-students there.
In responding to the "unfair blame{" question, students of all racial groups at
the Redshaw and Roosevelt schools tended to feel that they wer:gl-c;med for things
which were not their fault. At the high school, where a greater ;;e:rcentage of stu~-
dents félt the rules were unfair, there was a strong tendenc;' among all students to

feel they had not been unjustly blamed when they were charged with infraction of

Student Responses

No

Totai‘
160 (N= 10)
100 (N= 52)
100 (N=

100 (N=

-

<




¢ "Table 3.31 (contnin;%ed)

* «  Student Responses
Racial - REsP :

School  Group Yes No Tétal
Gibbons ~ White . 28.6 71.4 100 (N= 14)
- Minority  23.1 76.9 100 (N= 26)

NBHS White 19.7 80.3 100 (N=244)
Black 23.5 76.5 100 (N=136)
Hispanic 23,1 76.9 100 (N= 52)

When speaking to the "rule fairness" and "unfair blame" questions, black stu-
dents, as compared to white students, were more inclined to respond in negative
terms. This remained cc;nstaht at the Redshaw School when the "'tr_eatment for the
same offens;" quesiion was asked. It was somewl"nafreversed , however, at the
Gibbons and New Brunswick High Schools. A higher pérc-:;:r:tage of white students,
as compc;red to black and Hispanic students; felt that they would not be treated the
same as other students if they committ;d the same offense.

One would normally expect that students who had been designated as "disci-
pline problems" would be overly represented in those groups who thought the rules
were unfair and unequally applied or that students were differentially disci}lalined for
the same offenses, A se;:ondary analysiigf the data, however, did not validate this.

Fifty-eight percent of white students (N=12) , who were considered to be moderate

or serious discipline problems, did not feel the rules were unfair. Among the black

et

students who had been designated as discipline probl‘ems ; 55 percent (N=33) of them

felt the rules were fair. The percentages relating to "wrongful blame" were about the

1C2
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same. Eighty-two percent of black students, who were viewed as being discipline ""‘_i_;‘i‘x
problems, indicated that discipline was equaily applied. One-half of *he white

“students, witn discipline labels, shared the same view.

Table 3.32

Percent of Studenis by Race, Responding
to *he "Equal Treatment for the Same Offense” Questior,

S —

Student L
School* Racial Responses Total _ LT
Group Yes No T -
Redshaw  White 91.7 8.3 100 (N=12) toee
Minority. 76,6 23.4 100 (N= 47)
~ Gibbons  White 71.4 28,6 -100 (N= 14)
. Minority 88.5 11.5 100 (N= 26)
NBHS . White 65.6 34.4 100 (N=241)
Black 75.4 24,6 100 (N=130)
Hispanic 77.8 22,2 100 {(N= 54)
*This-question was not asked of students at the Roose- . .
velt School.

The highest percentage (52.9%) of white s;udents in a.grc;de, who felt the
school rules were.unfair, were found to b;a in their twelfth year. For black students,
the highest percentage was at the eleventh grade. The percentage of black students,
in a single grade, who felt themselves wrongfully blamed, decreased as grade levels
rose. |t was, therefore, in grade twelve where the lowest percentage of black stu~
dents viewed themselves as being blamed for offenses they did not commit. White

students presented a similar pattern in regards to the “equality of application” issu..

1€3
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It was in the twelfth grade where they were most likely to\view discipline as being

eoually udministered. The responses ~f Hisvanic students, by grade level, were too
\
. \ '
few to examine for the purpose of making comparisorts. \\
There was no general patfern in the students' open-ended ré‘sponses to aauesﬁon

\
which asked for suggestions to improve disciplinary rules and procedb(es at their schools.

.

.- . \ ,
Many students did not respand to the open-ended juestions at all, Some.responding
students felt that there should be more security guards; others felt that there should

" “be none. There was, however, substantial agreement that the rules regarding late-
N

- - i

ness were most unfair, S

TheQDiscipline-Problem Students

School officials were asked to indicate how much of a discipline problem each
student was in the saniple. The choices for making discipline-problem designations
were: a serious problem, a"moderate problem, and no probl;am at all. In Table 3.33,
a summary of those désignaﬁons by schools and racial groups is presented. An analysis
~ of the presentation shows thot in all schools, a relatively high number of minority-

¢ " group students are viewed as being discipline ;;roblems. o
At the Redshaw School, more than one-third of the minority-group enrollment -

has been so labelled. At New Brunswick High School, very few white students (4.9

percent) and very few Hispanic students (7.3 percent) have been placed j_rﬁx_é\d‘isci-

pline-problem category. On the other hand, more than one-thitd (36.3 percent)

of all black students have been given a discipline~problem designation.
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Table 3.33°

Percent of Students by Race:, in Each Upper-Grade
. School who Have Been Cat250rized as a Moderate’
T or Serious Discipli:.2 Problem

Racial Category

* School White Black*  »Hispanic Total

Rodsevelt 12.5°  18.0 - 17.2
(N= 8) (N=60) (N= 68)
Redshaw 0.0 - 37.5 - 30.0
© (N=12) (N= 48) (N= 60). _
Gibbons 0.0 18.5 - 12.2 k
(N= 14) (N=27) i (N= 41)
NBHS - 4,9 36.3- 7.3 12.0

(N=246) (N=138) ~  (N=55)  (N=440)

*Because of fhe small number of Hispunic students in the sample
of Roosevelt, Redshaw, and Gibbons schools, black and His-
panic students were grouped under one category.

///% Table 3.34

Teacher Estimates of the Percent of Students
- in Each Racial Group Who are Discipline
Problems

Percent of Teachers

Racial Estimating
School Group* Qver 1% to Less Total
10% 10% than 1%
‘White 14.2 36.2 ° 49.6 100 (N=113
Elem. Schools minority  31.8  36.4 31.8% 100 (N=12" -
New Stroet  White 66.7 0.0 33.3 100 (N= 3)
Minority  100.0 0.0 0.0 100 (N= 3)
White 23.5 44,1 - 32.4 100 (N= 34)
Roosevelt Minority  52.8. 33.3  13.9 100 (N= 36)
Fy
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" ) Tgble 3:34 (continued) -
Percent of Teachr-s - ™
Racial Estimating
\ . . Total . .‘.,
* N
Group® \Over 1% to Less P
10% 10% than 1%
Redshaw Whité 16,0 60,0° 24,0 100 (N= 50)
\ : SRAW L Minority 32,3 44.3 13.5 100 (N= 52) .
. ' White 25.0 25.0 50.0 100 (N= 8)
r Gibbons Minority . 125 37.5  50.0. 100 (N= 8)
NBHS White 29.9  41.1 29.0 100 (N=124)
- Minority  37.2  37.6 fs.2 100 (N=125)
*Because of the small number of Hispanic students in the sa;nple,
g « both black and Hispanic students were included ih the "minority" i
4 category. '
- Faculty members were asked to estimate the percent of discipline problems MR |

in each student raciqt )g{oup.‘ Their estimates are in the above table. Teacher ecti-
rhates of student discipline problems, along racial lines, followed the pattern of that
presenfed by school officials, Generally, the teachers perceived minority-group stu-
dents ay E;eing more of a discipline problem than white students. In all $chools,
.;axceptGibbons, aliigher percentage of teachers reported that more than tenpercent of
the minority-group students were discipline problems. In schools other thc;n New

* Brunswick High School, about one~half of this percentage was similarly reported

_about white students, : ©
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The QIMity and Tone of Discipline

Teachers were asked to rate the quality of discipline in their schools.on a scale
A
of fromt 1 {poor) to 10 (excellent). Their ratings were transposed into three categories--

. high, medium, and low=-and are reported in the following table.

Table 3.35

14
L]

Teacher Ratings of the QQuality of Discipline
" sin New Brunswick Schools

. .

LA 4
7
% . .

School

Percent of Rating
Teachers Total

A

High Medium Low

’

Eldm. Schools * 40.3° 41,2 18,5 100 (n=124)
New Street -62,5 25,0 12,5 100 (n= 8)
Roosevelt o125 57,5 .730.0 100 (n= 40)
Ré%gw 26.5 " 36,7 .. 36.7 100 (n= 49)
_ Gibbons - ) 62.5 25,0 12,5 100 (n= 8)
NBHS . - - 4.7 30.2, 65.] 100 ( n=129)

Total 38.4 . 37.3 24317 -7 100 (N=358) ., -

&

- .

It was only at the New Street and Gibbons schools where a majority of teachers
f - S - .

N . - ’
rated the quality of their discipline as excellent. At the Redshaw and Roosevelt. schools,

2

an alarming number of teachers gave a low rating to the quality of-discipline.” A rather

strikingly low-ratihg was made by teachers at New. Brunswick High School, where al-

most two=-thirds of the faculty reported that the discipline wgs);)boi'. .
e or. -

To evaluate the disciplinary tone of New Brunswick schools, teachers were asked *

' , 3 .
to compare their schools with others outside the area. Few New Brunswick teachers

~

-
LR . -
’ .ot

»
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viewed their schools as being more strict than schools elsewhere. The majority of"x\
A .

teachers (66.2 percent) in the elementary schools and in the Redshaw School (61.2 \ L

percent) feli that the tone of their schools was about average. The majority of the
faculty at Roosevelt, Gibbons, New Street, and New Brunswick High School saw

their schools as being more easy-going than other schools.

-

Table 3.36 R

N / @ 1

Teacher Evaluations of the Disciplinary ' .
Tone of New Brunswick Schools . ' S

(in comparison with schools outside the area) ' " N
Percent of Evaluating -
Schocl Teachers *Total v - y
more more about . '

strict  easy- average

%’&5 guing

N . Elem. . )
, Schls. 17.6 147 ° 66,2 100 ( n=135)
A -New
Street 0.0  100.0 0.0 100 (n= &)
T Roose- .
A velt 7.3 58.0 347 100 (n= 41)
\ Redshaw 4.1 34,7 61.2 . 100 (n=49) -
Gibbons 0.0  100.0 0.0 100 (n= 8) -
“ #% NBHS 3.1 70.2  25.2 100 (n=131)
Family :
L.C. 0.0 100.0 0.9 100 (n= 5)
- ¢ Total 9.0  40.4  49.5 100 (N=376)

Building principals tended to suppert the comparisons made by their teacl.ers.
In all elementary schools, except one, principals reported that their schools were

strict but not very strict. In the upper grades, principals tended to think of their
) {pper g P P

v

A
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schools as not being very strict.

Students' Self-Responsibility and Self-Discipline

b

Teachers in the different schools reported varying degrees to which students

were given responsibility for self-discipline and controlling their own behavior. '

S

L Table 3.37

Tie_acher Perceptions of the Extent to Which
\\Students were Given Responsibility for
___Self=Control and Self-Discipline

AY

) Percent of Responding Teachers
';-{SCI"°°| great moderate minimal not at Total
7 ’ extent extent extent all

Pt

Elem. Schls.  12.8 51.8 31.9 3.5 100 (n=131)
New Street  50.0 25.0 25.0 0.0 100 (n= 8)
Roosevelt 7.5  47.5° °  40.0 5.0 100 .(n= 40)
Redshaw 13.5 32.7 42.3 1.5 100 (n= 52)
Gibbons 75.0 12.5 12.5 0.0 100 (n= 8)
NBHS 60.0  40.0 0.0 0.0 100 {n= 5)

Total 3.4  34.4 2.1 1.3 100 (N=387)

Students appeared to have been given more responsibilff'y for fhen?selves in
those schools with special populations--New Street, Gibbons, and the Family Learning -
Center. Paradoxically, pupils in the elementary schools were generally reported to
be more responsible for themselves fhan were students in-the secondary schools; At
New Brunswick High Sc‘:l';ool, where most students are beginning to enter adulthood,
there is little opportunity for young people to behave as adults. Here a significant

percent (52.6%) of the faculty indicated that students were allowed to be self-responsible

‘1C9




plinary procedures at New Brunswick High School was registered by one teacher.who

85

and self-disciplined, only minimally or not at all. A similar percent (53.8%) of

teachers at Redshaw made the same indication.

NS

Suggestions made by the Professional Staff
tor Improving Discipline

Teachers and building principals were asked to provide one recommendation, -
of highest prio;'ify, for improving student discipline and disciplirfar?.vprocedures.
The suggestions they prowded seemmgly spoke - policy and procedural problems
which they had identified, problems for which they offered some real solutions.

The most pervasive suggestion for improving student discipline and the disci-

made the commen?, "Be firm, be specii’ic, be consistent.” Over 50 percent of the

teachers (N=100) at the high school who offered recommendations made one or more

of the following suggestions:

-—

- Develop disciplinary guidelines that are explicitly defined.

»

- Insure that parents, students, and teachers dre informed of
disciplinary policies and procedures.

- Insure that disciplinary prachces are consistently and uni-
formly enforced.

Other responding teachers at the high schoo! suggested that' more professionals, trained

to deal with discipline problems, should be in the school. Some others felt the need

for improving parent-school relations. -

‘At the Redshaw School, the suggestion from teachers appearing most frequently

was that of making rules clear and enforcing them consistently. There were small

110




- Provide more student involvement in the process of school
government and discipline.

- . Involve parents more in disciplinary mdtters.
- Use guidance more effectively in discipline.
- Put disruptive students in smaller classes.

2
-~

. The“suggestions offered most frequently by teachers at the Roosevelt and the

élementary schools were: work with parents more closely and be-more consistent

- = —- - L\

- in fhe enforcemenf of rules. One mtereshn_g,observahon \made by one of Roosevelt's T e
teaghers was: "The children need playground area; They are at an age when they
are most active and yet, are confined to a building all day."

- In responding to the recommendation request, building prinéipals of secondary

"

: e
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clusters of faculty members here who made these suggestions:
l
\
|
|
|
\
|

schools offered these suggestions for improvement: . |

) |

- Provide for and encourage student participation in formulating
rules and regulations. Allow for cooperative determination
among students and administrators of appropriate punishments

and penalties.‘
0y (\‘

- Develop leadershnp skills and greater feciings of student self-
worth,
; - Insist upon and provide for more consistency among all teachers

" in the handling of routine discipline problems.

- Clarify the school's disciplinary policy and improve methods
in classrooms, <

L] - ‘
Elementary school principals, who have some problems which are common to |

those in secondary schools and, of course, some which are different, offered these

suggestions for change:
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- Make the procedures. for discipline and disciplinary policies
consistent throughout the district,

- Hold assemblies and meetings with students to confront and
resolve discipline issues.
. N
- Insist that those meting out discipline have a better under-
standing of students' backgrounds and home conditions to
realize why students behave as they do.

L - . Find o way fo get better parent cooperation in matters relat-
. ing to student discipline.

Summary and Discussion of the Findings

" There has been a relatively high number of discipli‘nary incidents which have
resulted in forced withdrawals of students f>m school. Those withdrawals, usually
of shorf duration, were caused by a variety of rule infractions which ranged from be-

. I

ing late to school to assault and criminal arrest. Even though many students, in all

racial ;g;;;s, have been suspended from school, there was a significantly higher
percentage of minority~group youngsters who, because of their behavior, were tem-
poraril);-sent home. Nearly all of the students who were put out of school permanently
(excluded) were biack. Because of the disproportionate number of black students
who were either suspended or expelled’F'rom"school , one could, by surface iudg’)er'ﬁepi,‘
make the charge that white and' minority-group students were treated differently when
it camg_fo' fo;ced withdrawals,

Most students in the different schools felt that sc,hool rules were fair and be-
lieved that disciplin;a~ was eqt;ally applied. There was, however, a signiﬁcant'numb‘ér

of both majority and minority ~group students who did not perceive the school rules: oA
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as being fair nor did they think that discipline was impartially administered. As ex-

pected i1 aracially-integrated setting, there were white students who felt that

0

mirioriﬁle,-group students were favored when discipline was applied, There were, of

. course, a number of black and Hispanic students who thought that the reverse of this

vas frue,

“2
An exam,nation of "discipline problem" designations in secondary schools, re-
bl

>

yedlgeij that very few white students were considered to be ei.her moderate or serious

Fa nf _ .
PR }

.»d;&cnégfhe problems, More than one-third of minority-group students (mostly black
o -

N . . \
nfracting some school rule or violating some school value, Surprisingly, a majority

" of students, in all racial groups and who were viewed as discipline problems, did

§

nof feel that the school rules were unfair, that thgy had been wrongly blamed for
N .
offenses they did not commit, nor that discipline was unfairly or unequally applied.

Teachers in the New Brunswick schools did not tend to have a high regard for

’

the quality of discipline that was imposed or students, The discipline, based on teacher
reports, seemed to be of a higher caliber at the elementary schools than at the secor= |,
had the lowest quality of any school in the district. When comparing the disci-
plin_.y tone of New Brunswick schopls with schools ouis .2 of the district, teachers

3

and administrators were generally inclined to view theirs as being more easy-going.
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Except for schools with special populations, students in New Brunswick schools
e -
are not given much opportunity to be self-responsible and self-disciplined. - tnde~-
pendence is exercised by pupils in the elementary schools to a somewhat higher

‘degree than it is by studentsin the uppergrades. At the high school, where self-

direction of students is usually expected to be relatively high, students are provided ,

only limited opportunity to be self-confro‘lled and responsible for their gwn behavior. /
" Teachers and school principals, in making recommendations for improving disci- °

pline and the disc:iplinary proce;s, demanstrated an understanding of the discipline |

problems in their schools and '.provided some realistic possibilities for their solufion.

In providing suggestions for the improvement of disciplii’lc;, most responding school

professionals identified the lack of clarity and direction in disciplinary policies and’

procedures as causes of disciplinary ¢onfusion and inconsistency.’ S s

Recommendations .

1. CAREFULLY EXAMINE THE RULES, PROCEDURES, AND

CIRCUMSTANCES WHICH HAVE CAUSED SUCH A DIS-
\ PROPORTIONATE NUMBER OF MINORITY-GROUP

STUDENTS TO BE EITHER SUSPENDED OR EXCLUDED
FROM SCHOOL, ) ' '
Whether black and Hispanic students have been unequally
treated in suspensions and exclusions or not, it is difficult
to explain, for general acceptance, how and why so many -
of them, as compared to whites, have been forced to with-
draw from school either temporarily or permanently. Offenses .
which have such definitions as "disruptive behavior" and -
"insubordination" should be looked at carefully since they
are catch-all devices, usually couched in ambiguity, which
allow schools to rid themselves of certain students when
staff members are either unwilling or ill-prepared to deal
with students' idiosyncracies. ' g
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2.  ESTABLISH AND ARTICULATE, IN COLLABORATION WITH
REPRESENTATIVES OF ALL SCHOOL PARTICIPANTS, A
UNIFORM AND DISTRICT-WIDE DISCIPLINE POLICY.

The professional staff in all of the schools suggested that
if a district-wide discipline policy existed at all, it was
neither clear nor mutually understood. The impression
was given that schools, with few exceptions, had inde-
pendent sets of rules and regulations with much of the
disciplining left to the discretion of individual teachers
in classrcom seftings. A common complaint of teachers
was addressed fo the lack of direction and consistency in

- disciplingry matters. Schoo] principals, themselves,
suggested a need for direction from the district office in
the form of district-wide discipline policies and procedures.
Some teachers inferred that perhaps many parents and stu-
dents were not fully aware of some rules nor the resultant
consequences when those rules were transgressed. Even if
rules and procedures have been established by the District
Office, they might need to be reviewed, modified, and
circulated. ' To ensure that they will be reasonably under-
stood and accepted, it is essential that representatives of
all school participants, including parents from all racial
and socio-economic groups, actively participate in the
review of old policies and procedures as.well as in the
development of new ones.

E)
.

-

3.  ESTABLISH A DISTRICT-WIDE DISCIPLINE CODE AND
ENSURE THAT IT IS CLEARLY UNDERSTOOD THROUGH-
OUT THE SCHOOL DISTRICT, ’ -

The discipline code, if one exists, should be re-examined
in terms of its clarity and general understanding. If no
such code exists, then one should be established. This
suggestion might be viewed as an extension of those made
in the previous recommendation. The discipline code should
be defined in such a way to acknowledge and explain the
existence of students' rights. 1t should contain a listing
of offenses and the penalties that can be expected when
they are committed. A fair disciplinary procedure should
be included which reflects the thinking of school partici-
pants who, somehow , will be affected by the disciplinary
process.

~
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IN-SERVICE WORKSHOPS AND PROFESSIONAL MEETINGS
SHOULD BE HELD PERIODICALLY TO KEEP STAFF MEMBERS

- "AWARE OF DISCIPLINE PROBLEMS AND APPROPRIATE
" PROCEDURES FOR DEALING WITH THEM.

. 3

Teacher responses to discipline-related concerns clearly
suggested a lack of consistency in dealing with students
who have become behavior problems. It appeared that
appropriate punishments and penalties had not been ad-
equately described and, consequently, there was no
evennessby which disciplire problems sere determined and
treated. This situation has simply led to confusion and
frustration. It should not be assumed that all professional
staff members can deal effectively with discipline, especially
the kind that today's multi-racial schooling sometimes pro-
duces. The truth of the matter is that many teachers need
help as they struggie with the different behaviors of students
with diverse backgrounds and experiences. Teachers, ?.
particularly those who are relatively new to the system,
need to be supported--and eyen gyided, at times-- as
they enter the arena of stude%ﬁ'ﬁis/cipline. Periodic work-
shcps and meetings should- be conducted to provide
information, discuss common problems, develop strategies,
review procedures, and receive direction for improving
discipline methods and approaches. :

DEVELOP AN ALTERNATIVE TO STUDENT SUSPENSIONS
CF THE TRADITIONAL SCHOOL,

Student suspensions have often been welcomed by teachers
and students. Thi. has been particularly true when faculty’
members did not want to be bothered and students wanted

a "vacation." Some schools have experimented success-
fully with in-school suspensions-~a way of keeping.students

" in school, but temporarily removing them from the regular

school program. In-school suspension rooms were usually
set up where suspended students were required to be, and
study all day under close supervision. For some students,
this has been a rewarding punishment in terms of continued
learning which required more discipline than the day--
to~day school routines. This might not be a solution for
all students but it could be "the other step" before stu-
dentg are removed from the school.

21
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- There are other alternatives to traditional suspensions which S

* are more educationally beneficial. These need to be ex- |

. plored and given cerious consideration. It will continue |

w be difficult in explaining the large number of students |

who have been forced to withdraw from the New Brunswick |

schools, especially if other cptions have not been tried }
|
|

-

and tested.

6. MAKE PROVISIONS FOR STUDENTS TO EXERCISE MORE
SELF-DISCIPLINE AND SELF-RESPONSIBILITY,

Many schools, particularly high schools, have long recog-
nized the need for leading students toward self~discipline -
and self-responsibilify. Implicit in this recognitién has '
been the notion that schools must trust students and have
confidence in their ability to make sound judgements.
New Brunswick appears not to have made this recognition.
The: "freedoms" that exist do not appear to be directed at
the preparation of young people for making ind2pendent

_ decisions in terms of what they ‘will do ‘in school or how
they will do it. Students, themselves, do not general ly
determine the mode of theirbekavior. Behavior, in this
context, means more thaiv adherenceto the disciplinary
rules and fegulations and extends to the formalized learn- .
ing arrangements. The only students who seemed to have ;
been given some real responsibility for themselves were
a handful of academically-selected white students who ) . |
were involved in independent study. The high school, |
in particular needs to develcp sets of learning experi- |
ences, both in and out of classraam settings, which will |
allow students to becorie independent and comfortable 1
in assuming responsibility for their behavior, |

|

\
7. “STRENGTHEN THE COUNSELLING COMPONENTS TO

DEAL MCRE EFFECTIVELY WITH DISCIPLINE-PROBLEM |
STUDENTS. .GIVE PARTICULAR ATTENTION TO -
MINORITY-GROUP STUDENTS. |
|
|

The fact that more than one-third of the minority-group T e
studentshcs,been designated as serious or moderate dis- |
cipline problems in two of the seco ndary schools is more l
than alarming. |t suggests that there is a deficiency in




the way that minority-group behavior is perceived
and in the manner by which it is addressed. it is dif-
ficult to accept the fact ot ore out of every three
minority-group youngsters 11 certain schools has had a
brush with disciplinary trout: 2, while less than five
percent’of the white students has had a similar en-
There may be many explanations for the
@ ’ relatively Targe number of minority-group students,
most of whorh are black, who are perceived by school
staffs as being disciplinary problems. This, however,
does not alter what appears to be a failure of the
schools to deal eftectively with the behagvior of a
particular group of students.

A stronger and broader counselling component which
provides a more humanistic approach to discipline
."might serve in helpinﬁ: reduce the number of stu-
dents who seem to be gétting into difficulty.
Counselling is not a cure-all, but when it is used
appropriately and sufficiently, it tends to, at
~ least, get closer to problems and create a better
: understanding of student behavior.

School Supports for Student and Teacher .

Performance

-

Neither the bes‘t prepared teachers nor fh.e‘ most gifted students can be: expected
to perform at maximum le:vel,s unless the school wﬁing in which their performancg‘fakg:s
place is a stimulating and supportive one. For teachers with lesser capabilities anci
students who are less gifted, the need for stimulation and support in the educational

- .envirorment is even greater. The best equipped schools with the most credent’ :led
staffs and able students are likely to fall short of their potént’j_al if those who direct them

fail to provide supports which encourage students and faculty members to raise their

performance levels.

,
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School supports which help teachers and siudents perform at higher levels are

PV - 4 { ~ ’"’""."a:. ‘; ..'“. e .
many ip.s.umber and cermnly include more than the facilities, materials, and pro-

-
. *

grams which are usually viewed as the essentials for educational achievement. Inclu d
in the variety of school supports which students and faculty members require is some-

thing in addition to those provisions which are intended to improve teaching and learning
4

skills. Some of the requirements may not even be directly related to what happens in

a classroom. School supports, under the best of circumstances, should make school

- »
N

participants feel that fhe school .cares about and is committed to them and their ob-
z
jectives. This care and concern is characterized by the attitudes and interactions of

students and school professionals, the general tone of the school, and the way they must

live,learn, and work-in that climate.

School Supports for Students \

A

School supports'for student needs, as previously suggested, take several forms.

The existence and effectiveness of them are often meaningful only to the extent which

students give them meaning. 1t therefore, seemed important to understand how students

perceived school suppor ts if an assessment of them was to produce any real direction
which resulted from evaluative efforts. The supports that were examined, for the pur-
poses of this study, did not speak so much to those normally structured in programmatic

A
form, but rather to those which were not usually formalized, yet served to encourage

. <4
students and give them the feeling that the school was concerned about them as they
>
performed in their day~to-day school activities. School supports, in the context of
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this study, were defined in the following issues: : <
- Does the school exert enough effort to help students impréive
their studies? ) |

¥

Do teachers show enough interest in students and encourage,

them to perform at higher levels? \

\\

Does the school have an adequate undefstanding of students' \

individual problems? I it does, is that understanding trans-

lated into more positive teacher-student interactions? ' ‘

b 3
= N

 Does the school encourage students-to use their talents or
3 participate in school activities? :

#

- Does the school provide adults to whom students can feel free ]
to approach and discuss personal problems?. .
- Are gyidance and counsell.ir;g activities effective as supports ‘
for student needs? ‘ ' ‘
/ @ AN

The kinds of student supports that are suggested in the above questions are not usually

mentioned in school reports nor staff secords. As a matter of fact, there is seldom any

requirement that an accounting for them be made. ~This made it evenmore imperative

that students be asked to respond to questions, in evaluative terms, that addressed the
-~ . \"i s . . \ .
school~support issues.

-

Teacher interest in students. When students were asked if teachers were gr\pw-'
?ﬁ% enough interest in them, approximately ‘20 to 30 percent of the respond'ents in all
racial grou;:s at the high school answered negatively. The degree‘of their negativism .
appeared to be associated with their grade levels. Almost without exception, the
;;ercent of students who indicated a lack of teacher interest in them was lowest at

grade nine and highest in grade twelve.

oy~
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Table 3,38

Percent of New Brunswick High School Students
_ by Racial Group and Grade Level .
Who Did Not Perceivz Teachers
" as Being Interested in Them .

Y

<

« Racial  “.* Gera-de Levél ‘ . Total
_ Group--  Sth | 10th 1th ,  12th
White  20.8,..24.44 31.1  35.6 -  29.1

- (n=24)7;:(n=86)  (n=61) (n=73) - (N=244)
Black . . 20.4. 18.9 ._24.1  28.6".  22.1

oo . (n=49)  (nB7) (n=29)  (n=21)  (N=136)
. Hispanic - 12.0 2856 36.4 0.0 21.8 -
' "~ (n=25) (n=14) (n=11) (n=4)  (N= 55) 3

e N « >

“Af the Redshaw School , more than one-thjrd (37.6 percent) of minority-group

students and 16.7 percent of the white students did| not perceive teachers as being in=
terested-in them. This was racially reversed at the Gibbons School where 21.4 percent
. 6f the white students and 7.4 percent of the black students had the same pe;cépﬁon.

" When the question, "Are“you encouraged by, most of your teachers to improve

in your studies?" was asked, a high percentage of all students in all secondary schools °

-

responded with, "ro" replies. -
" . ‘ v

The percent of white students, as compared to minorit,  group students, who did

not feel encouraged by most teachers, was relatively high as evidenced by the data

presénted in Table 3.39,

~ ¥
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o Table 3.39
Stygles t Responses to the "Teacher En::ouragement"
s Question by School and Racial Group
s
, Racial ©  Percent of Students
School . Group . " Respoﬁdmg Total
C . " Yes - No
Redshaw  “White  58.3° 417 \ v=% 100 (N=12) .
g Minority  75.0 25.0 <« ., 100 (N= 44)
s .. 4
Gibbons  White  77.0 23.0 100 (N=-13) . v
Minority 92,6 7.4 100 (N= 27)
) "NBHS " White  49.2 50.8 1100 (N=244\)\ .
“ Black 70.3 29.7 . 100 (N=138)
Hisoanic * 74.1 25.9 -

100 (N= 54)

.

i}
7 - A . &

At both the Redshaw School and the ‘New Brunswick High School, ne;zrly one-half or

the white students fell into the«t{r::ncouraged group. Lool;ir;g at the encourqge;n_ent

factor %n the high school and at grade levels, nc pattern could be found for black and

Hispanic students. White students, however, showedc; very definite grade-association .
pattern., One-third of t’hem in the ninth grade did not feel ‘encouraged by most teacher;
to improve their studiés. In the tepth grade it was 45.9 pjercelnt, in the eleventh grade '
it was 50 percent, and in the twelfth grade it was 63 percent..( It was very clear that

the m;>re advanced the white students were, th;a more inclined they were to believe

that teachers did not encourage them.

A secondary analysis of the teacher encouragement responses revealed some other

findings which were of significance and merit some thought:

N
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- Over 50 percent of the white students, who indicated that
they were in College Preparatory and Business programs, did
. not feel encouraged by most of their teacher s to improve
their studies. '

- Almost 70 percent of the students who indicated they were in .
Advanced Placement programs did not feel encouraged by
teachers. \

- - It was in the General program where the highest percentage

(32.6%) of black students felt unencouraged.

- At New Brunswick High School, 62.7 percent of those whits
studants who were noi satisfied with their programs of study
indicated a lack of teacher endouragement.

- Surprisingly, 67 percent of the moderate and serious disci~-
pline problem students (both black and white) felt that most

teache”s had encouraged them to improve academically.

‘School efforts to help students improve their studies. Moving away from the feacher

encouragement guestion and speaking more broadly to the school support issue, ‘students

ware asked to rate their school in terms of its efforts to help them improve their studies.
The majority of students tended fo rate their schoois as ej_l:_hgr_good or excellent

with the exception of black and white students in New Brunswick High School. More

than 65 percent of them rated the high school in fair cr poor terms, Hispanic students

SRR . o — R

at the high.school (65.4 percent) generally perceived themselves as being adequately

supported by the school in improving their studies.




Table 3.40

Student Ratings.of the Schools' Efforts '
to Help Students Impreve their Studies

Raciél Percent of Rating Students .
Schocl Group Excell. Good  Fair Poor Total

-~

Roosevelt White . 70.0 20.0 10.0° 0.0 100 (N= 10)
~ Minority 41,7 35.4 14,6 8.3 100 (N= 48)

."

}

Redshaw  White 9.9 63.6  27.3 0.0 100 (N= 11)
Minority 16,7 42,9 35, 4.8 100 (N= 42)

Gibbons  White 21,4 57.1 14,3 7.1 100 (N= 14)
Minority 48,1 37 14.8 0.0 100 (N= Z7)

NBHS White- 4,6 30.1 41,1 23,8 100 (N=239)
Black 5.6 27.8 45,2 21.4 100 (l}l=126)

" Hispanic  30.8  34.6 17.3 173 100 (N= 52)

The schools' understanding of students' individual problems., When students were

asked to rate their schools in terms of how well they understood their individual problems,

only those at Roosevelt and Gibbons showed a strong tendency to view their school as

being good or excellent in this respect. At the Redshaw School, a very high percent-

I age of both majority and minority-group students (81.8 and 73.8, respect'ively)'gave .
the understanding view of their schools a fair or poor rating. At the high school, 85.7

' |

|

percent of the white students and 83.6 percent of the black students also gave low ra-

tings. Slightly more than 50 percent of the Hispanié students felt *hat New Brunswick




High School wos deserving of a good or excellent rating.

Student Ratings of the Schools in Terms of
Understanding of Individual
Student Problems

. ~
[ .

+

Table 3.4;

School Racial Percent of Rating Students =
- Total
Group txcell. Goed  Fair Poor
Roosevelt White 6.0 40.0 0.0 0.0 100 (N= 10)
Minority  36.0  28.0  28.0 8.0 100 (N= 50)
Redshaw  White 0.0 18.2 63.6 18,2 “100 (N= 11)
Minority 11,9  14.3  47.6 26,2 100 (N= 42)
Gibbons  White~— 28,6  35.7 214 143 100 (N= 14) )
Minority 5.9 222 1857 74 100 (N=27) ,
NBHS White 3.4 1.0 38.4 47.3 100 (N=237)
Black 3.3 13.1 32.8  50.8 100 (N=122)
- Hispanic  18.9  34.0 15.1 32.1

100 (M= 53)

The attitudes students had about their s¢hools’ understanding of individua! prob=

lems might be associated with student percepticns of the accessibility they had to adults

when they needed to talk about their personally upsetting experiences. Students were

asked to respond to the question, "When you are in trouble or just feel upset at school,

¢

is there an adult whom you can sce and talk with freely?" Most students at Roosevelt

and Gibbons answered in the affirmative , but more than 50 percent of black and white

]

re
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students at Redshaw and the New Brunswick High School provided negative responses.
Only 25.9 pércent of the Hispanic students at the high school felt the absenz of an

adult with whom they could discuss individual problems in times of trouble or distress.

Schools' encouragement of student talent use and participation in scheol activi-

ties. An-important function of schools would seem to be that of identifying student-

‘.

" talents and encouraging the development and use of them. Student responses to the

question, "Do you get’enough opportunities in school to make use of your talents?,"

5

suggest that New Brunswick schools have not given enough attention to this function.
This seems pdrticulo‘rly evide:nt at the high school where close to 50 percent of the
studen’s, in'all racial groups and distributed equally across all p;'ogrom areas, did not
feel that the school had provided opportunities for the development and use of their .

talents. At the Gibbons and Roosevelt schools, slightly more than 25 percent of the

\

>  students shared this feeling. |t was interesting to note that 67.9 percent of the white
students and 69.2 percent.of the black students at New Brunswick High School, who

rated the “'helping to improve my studies" efforts poorly , also r'e'por.ted a lack of

5

school-provided opportunities to make use of their talents,

The "use of talent" questién can be related to another question which scught

t
\

student evaluations of the schools' efforts at encouraging students to participate in

school activities. These responses are reported in Table 3.42, ‘

@




Table 3.42

Student Ratings of the Schools in Terms of
. Encouragement of Students to Participate
. in School Activities

102

.l Percent of R"'cﬁng Students
Racial :

School Group Excell. Good Fair Poor- Total
Roosevelt White  30.0  60.0 0.0 100 (N= 10)
. Minority 36.7  26.5 24,0 100 (N= 49)
~ Redshaw ~ White 9.1 54,5 40,0 100 (N=11)

Minority 14,1 22,00 41.5° 22,0 . 100 (N= 41)

Gibbons  White 42,9  28.6  21.4 7.1 100 (N= 14)
Minority ~"33.3 40,7 14,8 11 100 (N= 27)

NBHS  White 7.1 22,1 4.7 29.2 100 (N=240)
Black 4.8 27.8 37.3 30.2 100 (N=126)
Hisanic 7.7 38.5 32.7 21.2 100 (N= 52)

There was a similar pattern of response: as described with respect to "helping me

improve my studies" and "use of talent." New Brunswick High School and Redshaw

came out relatively low, while Gibbons and Roosevelt came out relatively high in the

ratings. One interesting change was in the ratings provided by Hispanic students,

Their responses somewhat reversed themselves when more than one-half (53.8 percent)

of the Hispanic students gave a poor or fair rating to the school's efforts at encouraging

them to participate in school activities.
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Guidance and counselling. In most schools, guidance and counselling activities

N “*

N, P -
are viewtd as the most important school support of student needs--needs which are re-

lated to both scholastic and non-academic matters. Guidance and counselling are
%

usually more structured and formalized at the secondary school level, but often take
some form in the-primary ;;nd intermediate grades.

Th; frequency onf student vi.its with a counselor is, of course, not an appropriote‘
measure to assess the qu-ality of guidance and counsellingservices. Students were, none-
theless, asked ~to indjc,at'e how often they had met-wi'}h a school counselor. Their responses
-are reported “in Table 3.43 and‘ were solicited to determine the kinds of ..udents who
had been most involvgd in,Aguidancle and counselling as well as those who had availed .
themselves least to these services.

Most students in.the'secondary schools met with a counselor at least once during the

year. There were, however, a high percent (50.0%) of white students at Redshaw who -

had not visited with a school counselor a single time during the last twelve-month period.

3

At the Gibbons School, a high percent of Bc‘?}‘ﬁ“\;/—h_mfdrﬁ‘Bitrcltsfudents~-were‘inAthisﬁ“‘*“_ﬁ L

category. Whether by personal choice or something else, white students did not appear
to have conferred with school counselors as often as did minority-group students. The
percent of black and Hispanic students who have met with a counselor three or more times

during the past year was-much higher than that of white students who had the same

?

frequency of meetings.




Table 3.43 -

" Percent of Students in Frequency Categories of
Visits with a School Counselor During

-iijé'Last Twelve Months

Frequency of Visits
Racial :

hool - .
Schoo Group None  Once’ Twice

Three  Four or Total .
Times More ‘

Redshaw _ White ~ 50.0 16.7 0.0 25.0 - 8.3 100 (N= 12)
Minority  14.6  16.7 22,9 22,9 229 100 (N= 48).

. 100 (N= 14).

Gibbons  White "78.6 7.
3 0

] 0.0
Minority 42,3 .0 1.5

7.
2

7.1. 1
3.8 . - 42,3 100 (N= 26)

NBHS White 14, . 2 1.8 .100 (N=246)
Black 9.4 19.4 20.1" 100 (N=139)
Hispanic 13 17.0 . 17.0 100 (N= 53)

It was interesting to note that 75 percent of the white students who were labelled
as serious or moderate discipline problems< caw a 'counse!or three or more times during
the year. On the other hand, only 37 percent of the minority-group students, who had
been similarly labelled, met this frequently with a counselor. When the frequency
question was examined within the context of ;;rogram 'Ol:)eO:S( ; the white students in busi-

-

ness programs came out as the group having least contact with counselors. Nearly 40

percent of them reported that they had not seen a counselor even once during the last

twelve months.
An open-ended question asking students, "What recommendation would you make for

improving the guidance and counselling service at your school?," brought out a sub-

stantial amount of dissatisfaction with the guidance and counselling service at New




l
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Brunswici High School. This dissatisfaction‘was express:ed, for the most part, in two
differeni voys. First, there were many students who felt that"counselors did not look
al: them as individuals nor deal with the full set of their individual schoo! and personal
needs. Secondly, alcrge number of students felt the need for more gounselors so that
students would be able fo see them more often.

A substantiol majority of the teachers in the elementary schools (83.0 percent),
,the Gibbons School (62.5 percent), and New Brunswick High School (87.2 percent)
rated the guidance and counselling-service in medium or low terms. Whether this
service was interpreted narrowly as those activities performed by guidance counselors
or broadly as the responsibility of the entire school staff was not determined. In spite
of this, .hcwever, the guidance and counselling process was not highly regarded by the
diffeient school faculties.

Teacher-student attitudes and interactions. How teachers feel about students

and how students pq;ceive those feelings speak sharply to the school-support question.

It is, indeed important, in I;erms of encouragement and performance, for students to
have positive attitudes toward those who provide their instruction. At the Roosevelt
School , students were,asked, "Do you think your teacher likes you?" and "Do you

think your teachers want you to learn and be successful in school?" Every white student
and 81.3 percent of the minority-group stvéents felt that their teachers liked them. Al
of the white students and 90.2 percent of the black and Hispa-nic students perceived that

their teachers wanted them to learn and be successful,

’ . . 130
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Teacher-student interac.tEOns at Roosevelt were assessed by examining responses
of studer.ts to the question, "Do you ever talk to your teacher about son-;ething interest-
ing you are doing that is not school work?" Answers fo the query suggested that informal
relations between students and teache-s were not significantly related to students' per-
ceptions of teachers liking them and wanting them to be successful. ‘Qne-ha!f of the
white students and two-thirds of the minority-group students ;.'zt Roosevelt reported that
they had not experienced informal talks with their teachers about ;hings which were
'not associated with school work.

" Students at New Brunswick High School, Redshaw, and Gibbons were asked this
open-ended question, "What recommendation would you make for improving teacher-
student relaf’ions? " Their responses not only identified problems in the area,'of
teacher-student interactions but were also an assessment of it, Overwhelmingly, the
students spoke to the lack of teacher interest in them and suggested the need fu: udditional
time which would allow teachers and students to talk more with each other.

Nearly 50 percent of the teachers at New Brunswick High School, Redshaw, and
Gikbons who responded to the question, "What single recommerdation, of highest prority,
would you make for improving teacher-student relations?," felt that more time should
be provided for ;eithe;r formal or informal teacher-student personal interaction as dis=
tinguished from academic interaction. |t was suggested that this be done by structuring
more conference time, more teacher-student human relations programs, more joint de=-

cisicn-making activities, or by somehow allowing for more informal interaction situations.

131




Other frequently-offered suggestions by teachers were that the discipline system
be impr»> ‘ed, that there be more human relations workshops, and that there be more

faculty involvement with parents.

Student feelings about belonging in their schools. Perhaps the best indicator

of school support for student needs is the degree to which students feel they belong

in their schools-~the extent to which they identify positively with them. How stu-
dents responded to the question, "Do you really feel you belong in this school?" is

reported in the following Table 3.44

Table 3.44

Student Responses to the Question,
"Do you think you really belong in this school?"

———
—

Percent of Responding

Racial
School Group Students Total
Yes No
Redshaw ~ White  75.0 25.0 100 (N= 12)

Minority 82.6 17.4 100 (N= 46)

Gibbons White 50.0 50.0 100 (N= 14)
_ Minority 88.9 1.1 100 {N=27).

NBHS White 68.2 31.8 100 (N=239)
Black 75.7 24.3 100 (N=136)

Hispanic 87.3 - 12,7 100 (N= 55)

At New-Brunswick High School, Redshaw, and Gibbons, there were higher per-

centages of white students, as compared to minority-group students, who indicated that

132
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theyzdid'not feel a sense of beior;ging 7to théir schools. There were , undoubtedly,
several regsc;,ns why some students did not have a positive identiﬁ;otion with their-
schools, but most of these reasons were probably not uncovered in the study. The
association, however, between "not belonging" and three of the school-support
variables was quite strong. i’his is illt;stroted in T;able 3.45. A very hiéh percentage
of studerts, both black and white, who felt they clid not belong in New Brunswick
High School, also did not feel encouraged to participate in school activities; reither

did they feel that tHey were helped in improving their studies, nor that the school under-

stood their individual problems.

o
¢

Table 3.45

Percent of "Non-Belonging” Students who Gave
Poor Ratings of Other School-Support Variables - -

Racial " School-Support Variables

Group Encourage-  Help to  Understanding

‘ment to improve of
participate  studies Problems
White . o ’
(N=76) 85.3%  83.7% 89.0%
Minori
(N=33) 71.1% 77 .4% 90.3%

The percent of students who felt they did not belong in New Brunswick High
School was clearly related to grade levels. Table 3.46 shows a dramatic and consistent

increase in the percentages from the ninth to twelfth grades.

N
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. Table 3.46

Percent of Students in eacli New Brunswick High ,
School Grade Who did not teel they Belonged O
in their School ' ' C

Racial Grade ~ -
Growp o4y 10th 1th  12th Total
o § f__/
White , 8.7% 24.7% 28.3% 50.7%  31.8%
‘ (n=23) ° (n=85) ‘ (n=60) (n=71) (N=239)
‘ Minority 18.8%  23.7% 24,1% 38.1%  24.3% .
(n=48) (n=38) (n=29) (n=21) (N=136)
/ There was very little in the data to explain the percentagé increase, by g;ude, :
levels, of students who did not identify positi‘vely with the high school, It could, of
course, be speculated that the longer students remained in school, the more they be-j
came diserchanted. This specujatio. is no‘t, however, supported byany of the findings. /
Most students who indicated a Iack.of belonging simply stated that they did not ;
like school. One student was inclined to write, "The school is uputhetic;, cruel, -and - .

cold." . One observation worth making was that 82 percent of the white students and
65 percent of the black students who were considered to be moderate or serious disci-

pline problems felt that they really belonged in the school.

School Supports for Teachers : N

e
§

3

Schools and schoo] communities generolly have high expectations of their teach-.

ers. When those expectations are not met, they often question the teachers' competence

’ e
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and blame performance shortcomings on a variety of personal attributes.. Too seldom

do schoo's find fault with themselves when teachers fail to perform at expected levels

even though the blame might be partly theirs. How tec_ners perform is largely a func-

~

tion of how schools support them in that performance. . Low levels of teacher

’ ’

performance mlght be reflective of m‘mmal school support of teacher efforts. Con-
. . ?11
versely, the high qualjty of a teacher's performamce might be related to a school's

. LB
.- efforts which are maximally supportive.

/'-) School supports for teacher performance iake many forms and, of couise, can be
expressed in several ways. For the purposes of this study, they were limited in number
and described in the following questions: . -

- .. What in-service workshop training relating to mtergroup relations and
minority-group students has the school provided to |mprove teacher
performance?

/ : - What is the quality of teacher supervision and evaluation provided by
I the school?

- To what extent are teachers or iheir representatives involved in school .

policy-making? ’

- What is the stafus of teacher morale in the various schools?
: , X ,
The school supports that these questions identified did not include such things

as materials, facilities, or spegial programs. This was not to suggest that they were

unimporfant and had not been considered. - ' 0

~
-

o In-service training and workshops for teachers. In a racially integrated school

) . . ¢
system, such as that existing in New Brunswick, it would seem important to have con-
tinued attention on intergroup relations and designs for effective teaching in a racially

L) . “ ] o re x. * ) . .
diverse setting. In a school system where a significant majority of the faculty is white

5 , 4 135
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and approximately two-thirds of the students are black and Hispanic, one would certain-
ly expect to find a need for teachers to be rained and retrained so they can provide
meaningful education for youngstc;rs who are culturally different. Experiences in in-
tegrated schools over the last several years have made. the cér}sgquencés clear when
teachers, in a multi-racial school do not understand or mfs;nd’erstand the %mplications

of raciai and cultural diversity.

L]

In an attempt to determine the schools' roles in providing the faculties with support,

in the form of school-sponsored training, teachers were asked this question, "During :
the last year or this year, have you been in any in-service training, workshops, or
other teacher education dealing with intergroup relations or i.nstrm:\ jon dealing with
. -, 1
} .

black and Puerto Rican students?" The choice of responses were:

- | haven't had any training,

Yes, intergroup relations.

- Yes, instruction relating to blacks and Puerto Ricans.

F

Yes, both intergroup relations and instruction relating to blacks cnd Puerto
Ricans. ' )

t

How teachers responded to the question is presented in Table=3:747 Teachers
were not asked if their attendance in training sessions was voluntary or required, nor
were they asked to report the number of school-sponsored activities which-were actually

conducted. These did not seem iniportant, within the context of the question, since the

-~

intent was not tc determine the amount of acﬁavmes provided but, rather, the ‘extent to

which teachers were involved in those activities.
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Table 3.47

Percent of Teachers who have had In-service and
Workshop Training in Intergroup Relations and
Minority-Group Education
(1972-73 and 1973-74)

N

' Type of Trainin
School P 9 Total

No Inter- Minority- = Both,
' Training =~ group group in=
- atall *  relations struction
’

Elementary 32.9 40.0, 10.0 17.1 100 (n.=140)
New - Street 0.0 75.0 0.0 25,0 100 (n= 8)
Roosevelt . 43.9 268 7.3 22,0 100 (n= 41)
Redshaw 30.8 44,2 ’ 7.7 17.3 100 (n= 52)
NBHS 47.8 36.8 2.9 12.5 100 (n=136)
Gibbons 25.0 37.5 0.0 37.5 100 (nh= 8) -
Family L. C. 40.0 40.0 20.0 0.0 ' 100 (n= 5) v
Total - 38.2 38.7 - 6.7 - 16.4 100 (N=3%0)

More than one-third (38.2 percent ) of the teuchers in the school system had no
training at all during the past two years in intergroup relations or minority-group ed-
ucation. A sizable number of them (38.7 percent) had trairing indnicrgroup relations,

4

but only a very few (6.7 percent) of them had been in sessions which provided instruction
v

relating ta black and Hispanic peoples.

~

Looking at the-effectiveness of the workshops and training sessions, from the per-
spective of teachers, less than one-half (41.8 percent) of attending faculty members

" found them to be a valuable experience and only 33.3 percent of them could think. of

* a specific charge in their thinking al out minority~group students as a result of in-service .

k4
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training. Teachers did not suggest why the training sessions were so ineffective. It

could n>* be determined if the ineffectiveness resulted from the low quality of the

training eftorts or if teachers, themselves, were somehow responsible. The important

1

thing to note, however, is that for whatever reasons, teachers have not attended these’

A

in=service and workshop activities in large number$, and most of those who were in

[

attendance did not find them to be of 't benefit,

s

Teacher supervision and evaluatio. . The professional growth of the instructional

staff and the quality of its continued perfbrm'ance are enhanced by appropriate teacher
supervision and evaluaticri. Both supervision and evaluation, when properly exercised,
should be viewed as schoo! supports -wh‘ich,stimulqte teachers' concerns and provide di-
rection for their improvement.

The faculty in all New Brunswick s;:hools had a rcfhe;' positive view of teacher
supervision. In rating this activity, slightly more than 80 percent of the teachers gave
it a high or medium score. Even though teacher supervision was regarded rather highly
by most teachers throughout the system, it appeared to'gain the highest respect in elé-
merstary schools, Thc.a highest percent of teachers who gave it a low rating was found to

be in the New Street School and New Brunswick }ygh School. -
Faculty ratings of teacher evaluation were similar to those given to teacher super- .

vision except they were slightly lower. The percent of teachers in the "high" category
¢ ‘ . .

dropped a little while that in the "low" category increbsed midimally.

138
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Tab|e3.48 A

Percent of Faculty in Each Rating Category
of Teacher Sup.ervision

§

Facuiiy Ratings

School ‘Total
: High. Medium Low %

Elem. Schls.  53.8 34,2 19.7 100 (n=117)
New Street 50.0 12.5 37.5 100 (n= 8)
Roosevelt 45.0 42,5 12,5 100 (n= 40)
Redshaw 37.5 47.9 . 14,6 100 (»n=48)
Gibbons 75.0 12,5 - 12,5 100 (n= 8)
NBHS 36.2 43.3 20.5 100 (n=127)
Family L. C.  60.0 40.0 0.0 100 (n= 5)
Total 42,2 39.4 18.4 100 (N=353

S

Table 3.49

Percent of Faculty in Each Rating Category
of Teacher Evaluation

Faculty Ratings

-
!

School Total
High Medium Low

Elem. Schls, 40.2 36.6 23.2 1CO0 (n=112)
New Street 37.5 37.5 25.0 100 (n= 8)
Roosevelt 48.6 29.7 21.6 100 (n= 37)
Redshew 37.8 511 11.1 100 ( n= 45)
Gibbons 62.5 25.0 12,5 100 (n= 8)
‘NBHS 33.3 4.4 22.2.+ 100 (n=126)
Family L. C. " 0.0 40.0 60.0 100 (n=" 5)

Total . 38.7 40.8 20.5 100 (N=341)

3
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" Teacher invév’ement in school policv-making. Anoth®r activity which might

be associated (@ith or viewed as a schoo! su port of teacher performance is that of fac-

ulty invg:e/mgnt in school policy-making. The rationale for involving teachers in this
activity has long been established and the support that suth involvement provides for
the faaulty is now commonly recognized.

Roth teachers and school prir;cipals welle asked the question, "To what extent

would you say teachers or teacher representatives are involved in the school's policy-

making?" Teacher responses are reported in the following Table 3.50.

Table 3.50

Percent of Responding Teachers in Each of
the Teacher Involvement Cat gories
of School Policy-Making

Degree of Teacher Farticipation

Greatly Moder- Mini~  Not at
ately mally  all

Efem. Schl. . . 50,7
New Street . . 37.5
Rooseveit . . 35,7
Redshaw . . 52.9
Gibbons . . 12.5
NBHS . .6 43,3
Family L. C. . 20.0

100 (n=134)
100 (n= 8)
100 (n= 42)
100 (n= 51)
100 (n= 8)
© 100 (n=134)
100 (n= 5)

[ & J—y
OO UL oW
. o e

L] e o o
O OO VNN

(95

Total . 29.1 45.3 16.5 100 (N=383)

Except for those in the Gibbons School and Family Learning Center, a majority
of teachers felt that the faculties were either minimally involved in school policy-making

or not involved at all, Ninety percent of the teachers in the school district did not feel
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that the faculty nor their representatives had a great involvement in policy-making
}

activities. The teacher-involvement reports of the teachers were confirmed by at

least one~half of the school principals who indicated that teachers participated in

school policy-making either minimally or not at all.

Faculty morale. Teacher morale is perhaps one of the best gauges of how

teachers feel about their school and the support it gives them. The different school
faculties in New Brunswick were asked to rate teacher morale and their ratings are

presented in the following table.

Table 3.51

Percent of Teachers in Each Rating Category
of Teacher Morale

Faculty Ratings

School Total
High Medium Low
Elem. Schools 28.7 28.5 _ 42.8 100 (n=126)
New Street 62.5 25.0 12.5 100 (nh= 8) .
Roosevelt 23.1 38.5 38.5 100 (n= 39)
Redshaw 20.8 31.3  47.9 100 (= 48)
Gibbons \ 62.5 25.0 12.5 100 (= 8)
Family L. C. ©  60.0 20.0  20.0 100 (h= 5)
NBHS . . 1.5 22,1 763 100 (,=131)
I &
Total . 19.2 27.4 53.4 100 (N=365)

With the exception of those in special schools (New Street, Gibbons, and the

Family Learning Center), teachers did not tend to think highly of teacher morale.
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Siightly more than 80 percent of all teachers rated teacher morale in either low or
medium i=rms. Morale seemed to be lowest at New Brunswick High Schoo! where

76.3 percent of the faculty r~ted it poorly and only 1.5 percent of the teachers gave

R

it a high rating. . -

Summary and Discussion of the Findings

There was a high pe’rc'ent of students, in all racial groups, who felt that teachers
were not interested in them. For some reason, the percent of students \;/ho felt that
way increased as the grade levels became higher. It reached the point where more than
one-third of the twelfth-graders perceived teachers as boing disinterested. The percent
of students who felt that teccher; did not encouragg them to improve in their studies
was even higher, A large number Sf students, in all secondary schools, did not feel
encouraged by teachers , but more white si‘udc;nts tended to feel unencouraged than did
minority-group students. White students who did not feel encouraged increased in num-
ber as grade levels rose. In the twelfth grade, almost two-thirds of them fell into this
unencouraged ca;egory. When students indicated their ~erception of the schools' efforts
at helping them to improve their studies, schools other .than the high school tended to
get a good rating or an excellent rating, At New Brunswick High School, nearly two-
thirds of the black and white students provided ratings of either fair or poc;r.

Students at the Gibbons and Roosevelt schools, for the most part; felt that their

23

schools understood their individual probiems. At Redshaw and New Brunswick High Schoolr,

" 7T 4142
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however, an overwhelming majority of the students viewed their school as being lacking
in understanding of individual student problems. 1t was also at these two schools where
more than one-half of the black and white students did not feel they had access to an
adult in school when they were in distress and wanted to talk about it. The number of
Hispanic students who felt the lack of accessibility to an adult in times of difficulty
was significantly less.

When stuagnts rated their schools' efforts at encouraging them to use their talents
and participate in school activities, the Gibbons and Roosevelt schools cam;out rela-
tively high. At Redshaw and New Brunswick High School, the pattern of low student
ratings continued. A slight break in this pattem, however, was caused when a majority
of the Hispanic students gave the high school a fair or poor rating.

Most students in the secondary schools had seen a school counselor at least one
time during the year. There was a large number of them in the Redshaw and Gibbons
schools who had not, White students, in all secondary schools, did not appear to have
visited school counselors as frequently as black students. A majority of white students
who had been labelled as discipline problems, had, nonetheless, seen a counselor three
or four times. This was not true of minority-group students who had been similarly labelled.
Students, in expressing their dissatisfaction with the guidance and counselling service
generally agreed that counselors did not view them as individuals nor did they deal with
all of their personal c;nd school needs. They also suggested that there were not enough

counselors to allow for frequent visits with them.

Only students at the Roosevelt School were asked if they thought their teachers

i 143




P R . ”9

‘:liked them‘and wanted them’ to be successful. All of the white students, and a high
percent of the black students responded in ihe affirmative. However, most of them
indicated that informal interactions with teachers were somewhat minimal and that ﬂ:ey
never talked to H;eir teachers about matters of personal interest which were not related

to school work. Students in the secondary schools implied that interactions between

teachers and students left much to be desired. They suggested that there was just not

enough time provided whereby they could meet and talk with each cther. Many teach-

ers also felt that time constraints were responsible for the limited interaction between

—

'

There was a high percentage of students who felt they did not beleng in their

[

|
|
them and their students,
|

schools. Most of the students who expressed the unbelonging feeling also indicated
that teachers did not show int;arest in them nor encourage them to improve in their
studies; the school did not encourage them to participate in school activities, or
understand their individual problems. More white students fhar; minority-group stu-
dents felt they did not belong in their sctool. The percent of students, in all racial -
groups, rose dramatically from grade nine through twelve. It was interesting to no‘fe ‘

) however, that most students who were viewed as discipline problems identified with their
schools and felt they belonged.

Teacher workshc;ps and in-service training, related to intergroup relations and

minority=group education, have either not been appreciably provided by the schools or
not well ;.'thended by faculty riembers. More than one-third of the teachers in the school

~

system were reported to h:ve had no training during the past two years in these areas.
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Most of those teachers who'indicated that they have been involved in training sessions
found them to be of little value.

Most teachers, in all schools, had a positive view of teacher supervision and
evaluation. Cnly a few of them were ins:lined to give a low rating to these two activ-
ities. The attitude of teachers took.a reverse turn when they indicated the extent to
which they were involved in school policy-making. In all schools, except H'me special
ones, a significant majority of the faculty men;bers reported that teacher participation
.in school policy-making was either minimal or not at all. This was confirmed by at
least one-half of the school principals who made similar reports.

Faculty morale in most New Brunswick schools was not exceptionally high. As‘
a matter of tact, it was rather low, particblarl;' in the secondary sc;hools. At New
Brunswick High School, slightly more than three-fourths of the faculty gave teacher

morale a fow rating, while almost one-half of the faculty at Redshaw did the same.

Recommendations -

1. MORE TIME SHOULD BE ALLOTTED FOR STUDENT-TEACHER - -
* CONFERENCES AND ACTIVITIES SHOULD BE DELIBERATELY
PROGRAMMED FOR STUDENT-TEACHER INTERACTION.,

A large number of students suggested that teachers were not
interested in them and did not encourage them to improve
academically. The seeming disinterest of teachers as well as
> the student-perceived lack of teacher encouragement might
have resutted, at least in part, because enough time was not
provided for teacher-student interaction. Both teachers and
students indicated that the constraints of time prevented them
from frequently meeting outside of class. It might serve the




best interests of schools and their participants if well-defined
teacher conference times were regularly scheduled.

Teachers recognizing the problem of limited opportunities for
student-teacher "get togethers," felt that the schools needed
to provide activities which would allow for non-classroom
meetings. 1t has become an established fact that students and
teachers often come to know and understand each other better
when they meet in informal seitings. The comfort of such
informality could probably do much to improve the student-
teacher relations in New Brunswick schools.

THE COUNSELLING AND GUIDANCE STAFF AND PROCESS \

SHOULD BE REVIEWED. PARTICULAR ATTENTION SHOULD
BE GIVEN TO THE CIRCUMSTANCES WHICH ALLOWED SO
MANY STUDENTS TO GO UNCOUNSELLED AND WITHOUT
GUIDANCE. T MIGHT BE-NECESSARY TO INCREASE THE
GUIDANCE AND COUNSELLING STAFF,

All ofthe data suggested that the guidance and counselling
services were far less than adequate. The large number of
students and teachers who were critical of those services was
evidence of this. The fact that many students did not avail
themselves for guidance and counselling or were not given
access to thent, needs to be questioned. Students suggested
that school counselors did not view them as individuals, but
also indicated that they were too few in number to see stu-
dents frequently. All of this might mean that the guidance
and counselling staff is too small to serve the needs of its =
sizable student population. ’

The fact that so many students felt that the school did not
understand their individual problems did not speak well for
the relationship between students and counselors. Speaking
even less favorably, was the alarmingly high percentage of
students who did not feel comfortable talking to any one
adult at school when they were distressed or in trouble.

-

~ 4

121

146




122

3. SCHOOL PROFESSIONALS SHOULD DELIBERATELY
ENCOURAGE ALL STUDENTS TO PARTICIPATE IN
SCHOOL ACTIVITIES.

This recommendation was made before in a different context
and in another section of the report. It is, however, import-
ant enough to be repeated. The exiremely high percentage
of students, especially in the high school, who felt they had
not been encouraged to use their talents nor participate in
\\ school activities might help to explain some of the negative
feelings students hav e about New Brunswick High School.

4.  WELL DESIGNED AND PLANNED WORKSHOPS SPEAKING
TO INTERGROUP RELATIONS AND MINORITY-GROUP ED-
\ UCATION SHOULD BE CONDUCTED PERIODICALLY AND
AT A TIME WHEN FACULTY MEMBERS CAN BE REQUIRED
TO ATTEND.

Schools involved in integrated education often forget or
ignore the fact that positive intergroup relations require
considerable work and training, or that teacher-training
institutions do not usually equip teachers to perform effec-
tively in racially-diverse settings. This seemed to be the
case in New Brunswick. It seems almost incumbent upon
integrated schools to provide additional training for new
teachers and contiriued training for older teachers who
must serve the special needs of multi-racial education.

Repeating the same "old and tired" sensitivity sessions will
not be of much benefit to teachers and is almost certain
to dissuade them from attending. Well designed and timely
workshops and in-service programs do, however, remain an
effective way to train teachers and maintain their interect
in that training.
New teachers in the profession and to the sch :ol system
should be required, on a scheduled basis, to attend
school-planned, in-service education sessions which
speak directly to the requirements of integrated edu-
cation. The more experienced teachers should be

- required to attend, with less frequency, the same
kinds of sessions on school-provided time.

!/
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SCHOOL OFFICIALS SHOULD MAKE PROVISIONS FOR
““ACHERS TO BECOME MORE INVOLVED IN SCHOOL
POLICY-MAKING,

Teacher participation in school pohcy-makmg ‘is, at best min-
imal, This, of course, has surely had an effect on teacher
commitment ¢o school activities and- ‘programs. The abundance
of literature and research which speaks t& the question, is very
clear about the need.to involve teachers in those decisions
which have an impact upon their professional lives, It is
suggested that a school ~policy committee with decision-making
responsibilities, be established which includes both faculty
members and administrators. Whatever form the.committee
takes, it should begin Wwith the kinds of decisions that will be
rendered and some well-defined parameters within which those
decisions will be made.

N\

™

TEACHERS SHOULD BE CONSULTED ,TO DETERMUNE THE
CAUSES ‘OF ‘THE EXTREMELY LOW TEAC HER-MORALE IN
NEW BRUNSWICK SQHOOLS AND TO PROVIDE RECOM-
MENDATIONS FOR REMOVING THEM. SCHOOL,OFFICIALS
IN COOPERATIONWITH THE FAGULTY, SHOULD DE VELOP

- PRIORITIES FOR DEALING WlTH THEM AND ACTIMMEDIATELY.

14

This study was aesigned to get some sense of teacher morale in
the schools. It was not, however, intended to get ct the causes

. of low or high morale even though it was expected that some

of them would be revealed hy other findings. Teacher morale
was found to be very low in New Brunsw1ck schools, Faculty
members did not provide any reason“for this probably because
they were not asked to do so. One thing wa's certain, though,
that was the existence of a large number of teachers who were
dissatisfied with their schools. It seems important then, that
school officials find the causes for that dissatisfaction and,
with reason, attempt to eliminate it.



CHAPTER 1V

EDUCATIONAL OUTCOMES

Any attempt to address the issue of educational outcomes must inevi-
tably confront the problem of defining or circumscribing the elements which are to

4

be considéred in that brocess. in examining the oufcom;es resulting from a particu- .
lar process or set of activities, it is common practice to turn first to objectives or
specified goals towards which that process or those activities have addressed them-
selves. Following this, or perhaps along with it, efforts are often made by some

*+ logical or empirical approach to determine if any other outcomes have resulted--

from a particular treatment--which were not originally articulated as goals or

anticipated consequences.

)

Educational systems and processes tend to make this approach difficult since .
they seldom articulate, with specificity, the purposes of schooling and the limitless
number of activities which comprise it. The often-found vagueness of educa-
tional goals seems to suggest a tacit assumption that most individuals, having been
v exposed to some degree of formal education, are aware of its objectives. Even
when gducotionol objectives are specified, they are usually couched in language
which makes evaluation difficult. The difficulty arises simply befouge the terms

of the language cannot be translated into an operational form.
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, |t might be argued that it is the elusive and difficul7-to-measure elements of
education that are of most importance anc ‘hat the problem inheres not so much in -
their specificdtion, -but in the inability of present evaluations to adequately meas-

ure them. If such an argument holds, evaluators might then be finding recourse in

A3

the measurable to the detriment of the important.

L -

Educational outcomes, by any definition * cre somehow viewed as functions
of educational processes--what happens or does not happen fo students as a result )

of.school programs and qctiviﬁes, and the rm:ncny cp'procchés and circumstances which
are made attendent to them. When consideration is .given to educational OL‘Jtcomes,
they are generally divided into thé two categaries--cognitive and noncognitive.
"Noncognitive factors include motivation, ottit;des, learning styles, social skills,

self-owareness, and even such vague but important concepts as happiness and qual-

ity of‘life."] Cognitive factors, on the other hand, speak more to the content area

-

and focus on |éorning which is thought to be'measurible by various achievement and

{
performance tests.

There are some other outcomes which ‘might be viewed as educational ones,
but which may or may not be directly related to the cognitive nor offective domains
of learning. What happens to many students after they f:omp!ete school can be viewed
as 6 result of the school's educational process, but might also be attrigutoble to var-

.

iables which are external to the school setting. The withdrawal of some students

&

1. Henry A, Averich, et. al., How Effective is Schooling? A Critical Re-
view and Synthesis of kesearch Findings (Santa Monica, California: Rand Corpo-

ration; 1972), p. 16.

1,0
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_from school before compietion“and the transfer of others to another school system
v
might also be viewed as educational outcon es, particularly if they are perceived

% . s
to result from something the school, within its carameters of operation, did or did

- *
’ - v

not do., H

4

School particizants, and even school offi tals themselves, often define the
roles of the school differently; coﬁsequently, thei- expectations, in terms of edu-
zational outcor- , are ulso different. In the final analysis, therefore, one must
operntionaliie his own reasonable definition of terms as he examines the results of °
the educational process.

For the purposes of this study, attention was given to two well-defined goals

“ - -

of most public school systems over which little disagreement is likely to be gener-
\, ¢

5,
\,

ated: achievement in the particular curridulum areas of feading and matkematics
. .
~und entry oi graduating students int~» employment or post-high school education.

In addition to this, however; student withdra\;/qls from formal education and pu-

pil transfe.. ro other school districts were examit.ed. Student attitudes relating to .
interracial concerns were, in a sense, viewed as educatior}al outcomes but were

studied in a somewhat different context. This is reported in anothér chapter of the

report. .

Student Achievement in ncading and .

Mathematics

- ¢ L
The use of reacing and mathemaiics scores on standardized tests to measure

the levels of student achievement has become a common practice in public schools.
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This practice, for a variety of reasons, has often been challenged, arA its appro-~
p ' ty PP
priateness as a general assessment device for all_students has been sometimes

questioned. In spite of this, standardized tests continue to be employed on a arge

scale to determine student mastery in curriculum areas such as reading and mathe-
matics. A major reason for the continued use of *hese measuring instruments

probably lies in the fact that sound alternatives fo them have not been found or
generally accepted. '

In early May of 1973, New Brunswick students in grades orie and two and
seven through twelve were tested in ;'eading and mathematics with the Califorpia
Achievement Test (CAT). At the same time, students in grades three through six‘
were tested in reading and mathematics with the California Test of Basic 'Skills (CTBS).
The outcomes on fhlese tests were reported in the form of student grade-equivalent
scores, These scores served as !fhe basis for discussing and dncilyzing student achieve-
ment in this sfudy. Grade-equivalent scor;gi in spite of some gpinions to the
contrary, can be useful, but they should bekmferprefed with caution and applied with

undersfandiné . For those who are least familiar with grade-equivalent scores, it

<
might be of some value if a review of their meaning is made. g

Crade-Equivalent Scores

Grade-equivalent scores are norm-referenced scores; that is, they are determined
by comparing the test scores of individual students with the test scores of all other stu-
dents in a*sample (in this case, a national sample). The average score of students in a
specified grade and month is designated c;s the grade-level score for that particular

level. Thus, a student achieving a‘score equal to this mean score is assigned that
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“grade-equivalent" score. In individual cases, the grade-equivalent score might

\

require some interpretafion.gi‘lf a student in the seventh grade, for example, 12ceived

a grade-equivalent score of 9.0 on a mathematics test, his score would be equivuient

L

to the mean score of ninth Jrade 'students in the sample who were taking the test. This
. 14

does not necessarily suggest that th senth grade student can master materials pre~-

sented in a ninth grade mathematics class. Mastery, in this case, might even be
. . a

4o’

"unlikely since the student would probably not have had exposure to materials appro-
priate for the ninth year ‘leve.

Such scores do not tell very much about the standing of s;udents relative to their
peers c:t. their particular grade lgvel. .Knowing, there%ore, that a g-ivén student in the
tenth grade has a grade-:aquivalent score in reqding of 8.0 does not also allow one to .
know, with any accuracy, how much the performance of the tenth grader differs from
th?i of his tenth gi'c:de classmates, even though it is cbvious that he is performing
below the naiionai norm for that group. ~

With these cautions in mind, it should be pointed out that the analysis of achieve-
ment outcomes in this study was based on“data which were made available by a
representative sample of students from each grade level (with the exception of those in
grades 4 und 7). This permitted some statement of the relative standings of specific
subgroups of students wﬁrhin each grade. Other analyses indicated aver ge grade-
equivalent scores for these same subglloups at each grade level. These relative standings,

however, did not permit the determination of any absolute degrees of differences among

subgroups since differences between grade-equivalent scores did not represent equal intervals.
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Reading Achievement

Table 4.1 presents reading achievement data so that it can be examined for each

-

racial group, both by grades and within grades, . Suck an examination revealed the
i

following frends, all of which might ‘have been hypotheazed

o

) - Smaller percentages of white students were reading below
grade level than were black and Hispanic students. Black
- students, in'tirn, represented a higher percentage of read-
ers at &r above grade level when compared to Hispanic .
students, ) -

-
~»

- There was a tendency for reading performance to decline
for all groups from the first grade to the eighth grade,
where 75 percent of the white students, 91 percent of the
black students, and 100 percent of the Hispanic students
were reading below grade level.

- The percentage of white students reading at or above grade _
level increased significantly in grades 9 through 12, This -
was not true of students in other racial groups. The percent-
age of black students reading below grade level in these
- grades varied from 77 to 93 percent, while that of Hispanic
students never went below 83 percent. Indeed, for this
latter group of students, no more than 35 percent was ever
found to perform at or above grade level and this occurred -
only in the first grade sample. : :

Preliminary analysis of the effect of socio-economic status on reading achieve-

. 3

ment of each racial gro;xp showed that as socio-economic status increasedl, so‘ﬁ'did the
proportion of white and black students who read at grade level and above.:(s€e Table
4.2) This pattern was reversed in the 'Hispanic sample where lower performance seemed
to be associated with increasing socic;-:economic standing. Even in socio-economic

i groupings, white students reading below grade level tended to be much fewer than their

counter parts in other racial graups. . 154
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Mathematics Achievement

Actiavement in mathematics by different racial groups showed scme similarities

S that of achievement in reading. These similarities existed for aligroupsateach
grade level. At all grade levels except the third, where there was a sample of only
fm':r white sfudents,‘ the proportion of students scoring below grade level was greater
for black and Hispanic students than it was for white students. This disparity was most
noticeable for grades nine through twelve, where the proportions below grade Ie\;el
ranged from 22 percent to 55 percent for white students and 70 to 96 percent for black
students. The range for Spanish-speaking students was between 75 to 100 percent .
This .is shown in Table 4.3.

When maihematics achievemerﬁ is examined according to socio~economic status,
findings similar to those for reading were again obtained. This is shown in :I'able 4.4,
With the exception of the Hispanic group, increasing socio-economic status was asso-

ciated with decreasing proportions of students performing below their grade norm.

However, this tendency was more #narked aniong white students.

A Comparison of Reading and

Mathematics Achievement

A - -e detailed analysis of the performance of students at each grade level was
made through an examination of the mean grade-equivalent scores which were obtained.
Table 4.5 compares the performance of white, black, and Hispanic students in mathe~

matics and reading achievement at each grade level, and indicates the overall level
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of achievement for each grade. This table was arranged so that one could view stu-
dents' achievements in terms of the average number of months separating eaca group's

performance from that of the national norm.

. Table 4.5

Mean Deviation from Grade Norm by Months
in Reading and Mathematics by Grade
and Racial Group

L 0d

) Racial Group
Grade -

Grade Mean
White Black Hispanic
Reading Math Reading Math Reading  Math Reading Math
1 + 4 + 3 +1 +1 0 + 1 + 1 + 1
2 + 1 + 2 -3 +2 -6 -6 -3 -1
3 -3 -6 -3 -3 -6 -16 -4 -4
5 -10 -1 -12 -1 =14 -9 -12 -8
6 -7 -3 =17  -15 =22 -20 -16 -13
8 -17 -20 -38 -34 47 -33 -34 =31
9 0 -1 -17 -13 -26 -17 -15 -11
10 + 1 + 1 -23  -28 -29 -45 -13 -16"
1 -1 -1 =34 -29 -26 -29 -12 -10
12 +3 -2 =32  -46 -56 -53 -5 -11 -

| By this criteria it can be seen that overall performance in mathematics at each
grade level more closely approximates the national norm than does performance in read-
ing. This is true except at grade levels one and two, where they are equal and at grade
levels ten and twelve, where the reading level of reading is higher than that of mathe- 2
matics, This descrepancy at the tenth grade is probably due to the poor performance
of the Spanish-speakirg sample in mathematics, relative to reading; at the twelfth

grade, the black student sample might have contributed most to the reversal of the

- | (" 160




pattern,

As noted before, in both reading and mathematics, there was an increasing
disparity between perfoimance levels of all grcups of students in the New Brunswick
sample and the national norm from grades one through eight. This was more outstand-
ing in reading fhanei~n mathematics. But from grade nine through twelve there was
virtually no difference between the mean achievement scores of wh'ife students and

aat of the national norms. This is seen rather clearly in Tables 4.6 and 4.7. On the
other hand, the mean achizvement scores of black and Hispanic students in these grades

did not come close to being normative,

Socio-economic Status and Achievement

The method of assigning socio~economic status to the sampléd students in this

study was discussed in the introductory section of this report. In spite of some weak-

nesses in this labelling approach, it did provide workable designations which were of

some use and made it possible to begin looking at students in terms of social class and -

economic standing.

'
-1

- As expected, a strong relationship Was'found between the race of New Brunswick
t N

students and their socio-economic statis; The majority (62 percent) of white students
t " O

sampled fell into the middle SES cafegory while the percentage of black and Spanish-
speaking students in this group was 34 and 15 percent, respectively. A high

concentration of black studénts (65 percent) and Hispanic students (83 percent) was

S

foundin the lowest end of thé"quc‘:(ial cl.ss spectrum. In the high socio-economic status
a e

e | . 161
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catego-ry, th - white students constituted 80 percent. / ‘
When the overall relationship betwet n social status and achievement was examined
¥
and based on the proportion of low, middle, ard high sociq-’-’-economic class members
who were performing below, at, or above grade level, thp/differences were found to
be significant at the .01 level for both readi?g and m;:fhe’myatics. When each racial

4

group was examined separately, along socio-economic lines, it was only in the sample

L

of white students that a significant relationship:_(pg,m) was found between social class
standing and level of achievement. This was true only for readi;é-—although for mathe-
maﬁqs, the relationship approached significance at the .01 level.

While these findings indicated that the perforrﬁance of non-white students in
reading and mathematics were unrela'ted to the sozio-economic conditions from which
they came, they were difficult to reconcile with the clear relationship found in the
white sample with respect to reading and mathematics. Although causal inferences
are vnwairanted in a study such as this, it might be ;peculated that the in-homc be-
haviors relevant to school performance were more definitely c;ssociated with social
class in the white population, while this was less true for the non-white groups, On
the other hand, one could possibly assume that forces within the schools acted unj-
formly to affect minority-group students of all social classes, yet differentially

‘ %
affecting the performance of minority-group students in accordance with their socio-
economic status,

The possibil‘ty of sa;rlple bias should not be overlooked, however; this could have .

occurred in at least two ways. In the first place, there were more than two hundred

<
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cases of the 1,066 included in this study for which no information was available on

1 ! )
. which to make a cla--ification into socio~ezonomic.status. If these two hun od or

s

-

. - \t X : ""
more individuals were not representative of the'sample us a whole, then the overall .

effect would be a distortion of the sdm'ple with fespect to the variables of classifico-
tion which were studied, Also, the possit*'it§ did exist that clearer judgements were
— made in classifying white parent occugaﬁons into the three levels of socio-economic

status than were made in the case of black and Hispanic parents. There was a rela- ‘
!‘ I

tively high percentage of black ard Hispanic students who were reluctant to give the
oczupation of their parents or indicated that they simply did not know-what it was.

This could, of course, be explained in speculative terms, but such an explanation

would do little to alter the possibility of faulty social-class classifications.

t

-
- s

v Summary and Discussion of the Findings

L . a
LS

.

Within the somewhat iimited view of educational outcomes to which this report
. - ‘ .
addressed’itself, it can be reasonably generalized that white,students perform better . ‘ -
. ‘ 4 - : -

than mirority-group students, throughout the educational system, on standardized tests

of achievement in teading and mathematics. [hroughout the elementary school grades,

. &
there appeared to be a continuing decline of performance ievels in both of these areas

,\

for both minority-group and majority-group youngsters alike.

, It was interesting to note that-at the first g.ade level, «ll students, irrespebti‘ve .
- A L

of social class or racial group, were slightly above or at grade level norms in readin
. {

and mathemsiics. For white students, this relationship continued into the second grade

*

for both rbading and mathematics, while it was not true for Spanish-speaking students

;165
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~ -~
in either area. Black/ udents began ta shaw below-average perfarmance in reading
. ~,

at the sezand grade level. By the third grade, all srudent groups appeared on the minus

side cf the achievement camparison and this was observed through the eighth grade.

R The fact that children fram all ethnic groups sampled showed a similar pattern of

-

increasing achievement discrepancy, with respect té a natianal sample, seemed to point

BN

to a similarity of underlying causative factars. The cautian shauld be entered here,.

-

" _"that this study was crass~secticnal rather than longitudinal. Therefare, the student out-
Ll . \

o conges, abtained at different grade levels, were fram different students and not from

. the same students aver a periad of Yime. It was possible, then, that what appeared to

Y

' s bea "cifcbn‘lstantive deficit" in measured achievement was reflective of a real difference
between the students s’amplehd at each grade level. This,‘af coursei would suggest that
there are mare competent students entering the schoal system now than was the case pre-
viously. The achievement findings even in the presence of speculatian did, hawever,

cllow it to be said that the schoal system, as it was canstituted during the course of the 5

study, had not succeeded in keeping students at, nor bringing them to a normative level

- 1

of;per?é“[ﬁianceu-whiéh wes determined by a natianally-sampled-papulatian.

The ninth grade data indicated a-reversal af the achiever . 2nt trend obsesved in

<

grades one thraugh eight. Had this been a longitudinal study, such a finding would have
presented cansiderablé interpréetative difficulty. Since it was not, it seemed more reas-
onable fo hypothesize that this sudden reversal stemmed from two major causes: The

first was the differential ratec at which more able and less able students pragress in high

school; and the second was the influx of students with higher levels af achievement inta

¢ . “
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natjon, since New Brunswick High School craws a. high percentage of its students

from the: largely white and middle-class towns of North Brunswick and Milltown. .
These studerts, bringing with them and maintaining hiéh achievement levels;

"average out" the achievement level deficits obscrved in the white student pd.puiation
in classes up't;> the eighth year. This "averaging out" was not possible for the black
and Hispanic student populations and although differences in performance levels, rel-
ative to the na;ional sampZIe, m.ght have been marginally reduced, they nevertheless
remained substantial. . |n fact, beginning irom the lowered deficit level in the ninth
grad;, these mirority-group students again indicated an increasing trend in achieve-
ment deficits % grade levels increased. Thus overall, the performance difference
between white and non-white students was much greater in the high school than in

the elementary schools. A reminder should again be made about the cross-sectional
nature of this study, and the danger of making inferences about progression from grade
to grade. With all caution aside, however, it could have been concluded that the
New Brunswick school system had not been effective in keeping minority-group students
competitive with their white peers in terms of achievement, which had been defined by
national norms. That lack of competitiveness certainly extends far beyond achievement
scores and, as cther findings have indicated, permeates the full run of school programs.
Under no circumstances should one assume that the performance disparity between ma-
jority and minority-group students rested only within the bounds of reading and

mathematics achievement scores. .

.16%7
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The available information indicated that socio-economic status was somewhat
related to ac_hievement, with lower socio-g:qnomic status being associated with
lower achievement levels when race was held constant: Since white s;udents were
represented more in the upper socio-economic levels, it might have been that the
extra-curricular behaviors, attitudes, and material supports associated with school
success put them |;a more fc;voraEle position relative to their non-white counterﬁar}s.
For whatever reasons, white students in high social class groups tended to be high’

achievers. For black and Hispanic students, their social class seemed to make little

difference in terms of their school performance ratirgs.

Recommendations

1. A REAL COMMITMENT SHOULD BE MADE TO THE IMPROVE-
MENT OF READING AND MATHEMATICS SKILLS. [HE
COMMITMENT SHOULD BE EVIDENCED BY THE PROVISION
OF ADEQUATE RESOURCES AND PROGRAMS, ‘

It would seem impossible to be unaware of or ignore the mag-
nitude of student deficits in reading and mathematics in New -
Brunswick schools. Those youngsters who are residents of the
town, in all racial groups and socic-economic classes, begin
losing ground shortly after they leave the first grade and those
who graduate from the system tend to do so with extreme basic
skills handicaps. If the performance of students from North
Brunswick and Milltown were not considered, the average
New Brunswick graduate would probably leave school at least
four years below the national norm in reading and mathematics
achievement. It is likely, however, that the deficit in reading
would be greater than that in mathematics.

Since the personal variables of students (race and social class)
did not appear to be significantly related to student achieve-

ment in the non=high school grades, the progressive decline
Y ’ M
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in reading and mathematics competence must be attributable
to other factors. One of those might be identified as a lack
of real commitment which adeq sately addresses the problems
incident tothe development ot desired reading and compu-
tational skills. .

The town of New Brunswick needs to make a commitment to
the improvement of student achievement. This does nct mean
that reliance should be put on an edict of the Board of Edu-
cation or a mandate of the superintendent. Neither of these
represent commitment unless they are accompanied by ade-
quate resources, provided by the town, and the will to make
them work for accourtuble results.

_Dependence upon external funding for educational programs

does not represent high commitment. Funding by outside * %

sources should not be discouraged, but it should not be viewed "i

as an "only way" to underwrite needed school activities. y. .=
Those successful funded programs should be continued even

when they are no longer funded, and even expanded if they

have been. particularly effective.

EXPAND READING IMPROVEMENT EFFORTS TO GIVE BAL-
ANCED ATTENTION TO STUDENTS THROUGHOUT THE
SCHOOL DISTRICT.

For most school systems, learning to read is the major occupa-

tion of pupils in the first three or four grades. For New .
Brunswick schools, however, tha concentration given to read-

ing in the lower grades needs to be applied in the upper grades

as well. The findings of the study clearly show that reading

disabilities begin to become acute in the middle grades and

are at their worse in the high schocl. It is in these grades,

where only limited attention is focused on reading programs.

The special reading programs, for the most part, are in the
primary grades and, in a sense, at the expense of upper~
grade students, This is not to suggest that such programs
should be removed from the lower grades, but it is to say
that the reading problems of students should be attacked at
all school levels, and'with equal force.




EVALUATE THE APPROPRIATENESS OF EXISTING READING-
IMPROVEMENT EFFORTS IN FACH OF THE SCHOOLS,

GIVE PARTICULAR ATTENTICHN TO THE EXTENT TO WHICH
THE READING REQUIREMENTS OF ALL STUDENTS ARE BE-
ING SERVED,

There are a number of programs which have been designed to
either teach or improve the reading skills of students . Some
of them are more effective than others. Given the reading-
achievement status of New Brunswick students, it seems
important to systematically and thoroughly examine reading pro-
grams and practices which are now in operation to determine
if they represent the best possible efforts.

Some school administrators and staff members are more commit-
ted and aggressive than others. These school people tend to
have a better sense of student needs and more effective programs
to serve them. All school principals should be evaluated
in terms of how well they have recognized the reading needs

of students and the strategies they have developed and imple-
mented to deal with them. ”

THE IMPROVEMENT OF READING SHOULD BECOME THE
RESPONSIBILITY OF MORE TEACHERS IN VARIOUS
DISCiPLINES,

The improvement of reading should not be left solely to a
reading specialist or a few English teachers. The respons-

" ibility for this should be assumed by more teachers in several
of the academic disciplines. Teacher workshops and training
sessions which are concernedwith reading problems and tech-
niques for dealing with them would be quite appropriate. To
assume that only "reading teachers" understand the problems
and that "other teachers" can provide no remedies is indeed
a mistake.

ESTABLISH READING ROOMS IN EACH SLHOOL WHICH
ARE ADEQUATELY STAFFED AND INTO WHICH STUDENTS
CAN BE SCHEDULED,

A reading room should be set up in each school, particularly
at the secondary level, with staffs of especially competent

145
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and interested teachers. These rooms should exist for the de-
velopment and improvement ¢f reading, spelling, oral, and
writing skills. To allow all sivdents to benefit from this fa-
«cility and disallow the stigma o’ remediation, the room should
be set up to meaningfully accomodate youngsters who are with
or withcut reading deficits.

The rooms should not be set up for casual reading nor viewed
as a student lounge or appendage of the library. They should
be organized to provide a program of supervised and supported
learning, and students should be guided and programr.:ed into
them with a definite set of expected outcomes.

Dropouts, Withdram;ais, and Graduates

Students leave public schools by different routes and each path taken is some-
times viewed as a school‘success or an educational failure. When youngsters depart
from school with a certificate of completion, the departure usually represents a posi-
tive outcome of the educational process. On the other hand, students who get
diverted along the way and those who withdraw permanently from the formal education-
al structure are perceived in terms of school inadequacies. Other students are those
who withdraw and move to another district, to either continue or complete their edu-
cation--they are often used to suggest a school system's shortcomings.

Of course, school systems do not control all of the many variables which de-
termine if students will remain in school and graduate. Whether schools are rightly
or wrongly praised and criticized over student departures, becomes highly circum-
stantial. In spite of the many and varied circumstances under which young people

leave school, student departures, in whatever form they toke, continue to be per-

171
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ceived by many as measures of school effectiyeness and educational outcomes.

School Dropouts

New Brunswick schools, -like-those in many. other districts, had their share of

students who aborted their public school attendance and withdrew permanently from
the educational system. Student dropouts were reported by special and secondary

schools and these reports are summarized in Table 4.8.

Table 4.8

Reported Dropouts in Various New Brunswick
Schools
(1971-1972 and 1972-1973)

Racial Group

School Total
White Black Hispanic

NBHS 60 82 19 161

(37.3%)  (50.9%)  (11.8%) (100%)
L}

Redshaw 3 ‘ 0 0 3
(100%) y (100%)

Roosevelt . 34 33 95
(35.8%) (30.5%)  (33.7%) / (100%)

New Street -0 7 0o 7
(100%) (100%)

Family L. C. 0 4 1 5
(80.0%)  (20.0%) (100%)

Total 97 121 5 271
(36.4%) (@4.6%)  (19.0%) (100%)
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An examination of the data presented in Table 4.8 revealed that, over a two-
year period, .nearly 300 students left school with no intention of returning and
without graduating. Thedropouts were fairly representedby all racial groups with some
imbalance in particular schools. White students, who made up 34.4 percent of the
total school enroliment, constituted 36 .4 percent of the dropouts. Black students,
who represented 50.3 percent of the school district enrollment, consitituted 44,6
percent of the dropouts, Of the schools' fifteen percent Spanish-speaking enrollment,
19 percent were dropouts,

When dropouts were looked at by individual schools, the disparity, along racial
lines, was found to be most pronounced at New Brunswick High School where minority-
group students were 38.6 percent of the student body, but represented 62.7 percent

N
of the dropouts. At the Roosevelt School, a similar but reverse disparity was noticed.
Here white students were only 17.5 percent of the enrohllment, but were 35.8 percent
of the dropouts.

There are perhaps as many reasons why students drop out of school as there are
dropouts themselves and, oftentimes, the real reasons are not revealed. School offi-
cials in New Brunswick were asked to provide the reasons given when students. left
school; this information is presented in Table 4.9. Most students were reported to
have dropped out because they lacked interest in school. This "lack of interest" cat-
gory probably represented a host of reasons which were never reaily specified by the
exiting students. This is not to suggest that the school reports were inaccurate, because

nterest in schos! and withdraw for thot recson. The point to be made,

) | .. 173




however, is that students become disinterested in school for a wide variety of

reasons, nany of which are never identified.

Table 4.9

Reported Reasons for Student Dropouts From
New Brunswick Schools
by Racial Group and Sex
(1971-1972 and 1972-1973)

Racial Group
Reported White Black Hispanic  Total
Reasons
F M F M F

Lack of Interest 36 34 52 46 27 22 217
Personal Reasons 5 2 4 4 0 0 15
Military Service 9 1 7 0 3 0 20
Employment 1 1 4 0 0 0 6
Marriage 0 1 0 -0 0 0 6
No reason given 2 5 3 1 0 0 11

Total 53 4 70 30 23 271 275

A look at the dropout data along sex lines revealed that young men and wo-
men were close to being equally represented. Male dropouts did tend to be « little
higher in number than females, but the difference did not appear to be significant,
Leavingischool for military service or to enter into employment were, under;tand-
ably, reasons which few females gave. There was, nonetheless, a somewhat
balanced number of both sexes in the other "reasons" categories which grouped the
dropouts.,

Dropout prevention has long been a concem of those who are interested in public

education even when facing the reality that retention of all students in school is a near
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impossibility. There are many students who, under the most ideal circumstances, would

simply have no desire to stay in school. On the other hand, there are courtless young
people who want to be in school and struggle to remain there but, in the end, leave
prema-?urely. The perplexing problems that potential dropouts generate continue to
defy the most imaginative educators; and leave them in a constant search for solutions.

Speaking directly to the dropout situation in New Brunswick schools, faculty

e N

0

members were asked to make recommendations of their first priority for keeping poten-
tial dropouts in school. Teachers in New Brunswick High School tended to offer one
of three suggestions. Thirty-eight percent (N=84) of the responding faculty members
felt that the school needed a high-powered work-study vocational program, while 20
percent of them thought that more special programs and a relevant curriculum might pro-
vide a solution. Fourteen percent of the recommending teachers were of the opinion that
students should be allowed to drop out if they so desired; this thought was tempered with
the proviso that dropouts be permitted to return to school if they felt inclined to do so ot
a later time. One insightful teacher at the high school spoke to the need for program
flexibility, and offered this comment:
We need meaningfu|.pr‘ograms which serve the needs of indi-

viduals in spite of their grade level. When | taught a bi-lingual

class, a bright Spanish tenth grade student, who was the sole sup-

port of a family of nine following his father's death, was denied

the schedule he needed. Under no circumstances would the school

permit him-to come to school two hours a day and thenbe put in a

co-op program so he could hold a job and also receive an edu-
cation.

The majority of responding teachers at the Redshaw and Roosevelt schools (N=57)

felt that a dropout remedy might take the form of more relevant individualized programs.

175
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One respondent summarized this by saying: "Make school more meaningful for them
{potential dropouts). Find out why they want to drop out and provide' alternciives for
them. So many students can't see what good sch?ol is doing for them." The recun=
mendation offered most frequently by elementary school faculty members (N=94) called

for the establishment of a Career Education Center.

Student Withdrawals

The enrollment records of most public education systems usually show that during
the course of a year, some students have withdrawn from their schools. These withdrow~
ing students were not dropouts, but rather, were young people who continued their
education inother public schoc;! districtsor inprivate educational institutions. The trans-
fer of students out of a school district is normally an expected occurrence and, in most
instances, it has created little cause for concern. For a variety of reasons, students
- move out of one school district and continue their education in another. Usually when
this happenhs, in-coming new students will tend to stabilize and maintain school enroll-
ments. Nevertheless, in an urban and racially~integrated system such as that existing
in New Brunswick, student withdrawals should not be just casually observed or dismissed
as events of minimal significance. The transfer of students out of the school district
or into the private education sector might well be indicators which suggest school par-
ticipant appraisals of New Brunswick schools in general and their programs and

practices in particular.
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During recent years, one of the most pronounced changes in American society

has been the population shift by certain social classes and other groups awdy fram the

cities. A number of factors have been offered to explain this phenomenon, but one of
special prominence is that which speaks to the "lacking quality" of urban schools.
The quality of public schools issue has, undoubtedly, been often presented to actu-

ally talk about a number of other urban problems which are only tangentially related

to public education. This, however, does not alter the fact that a community's per-

P

ception of school effectiveness might, to some extent, be indicated by the degree to
which its students are removed from the local system of public education in favor of (
another. Such an indicator should be accepted with caution; there are many dissatis-
fied parents who wish to transfer their student children, but are without the means to do
0.

Even though there has been an unparalleled exodus from the inner cities to sur-,
rounding areas and suburbs, it should not be assumed that all of the families who leave
the cities do so in "flight.ﬁ" Becausé of the transitory nature of certain city dwellers, =
it is not uncommon for them fo migrate from one urban setting to another, or return to
their home of origin. This migration, with its accompanying student withdrawals, might
have nothing to do with the schools themselves, and may result from a number of different
circumstances.

Student withdrawals, in spite of circumstances-~whether they represent dissatis-
faction with the schools'or parents’ unwillingness to keep their children in a particular

school district--are somewhat reflective of the esteem in which local public schools

oy ?
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. are held. Just as this is true elsewhere, it is also true in New Brunswick where 1,493

students tronsferred out of the school system.during the past two years. Each szhool

Table 4.10

Student Withdrawals from

~— ———New-Brunswick.Schools.-

" had a number of withdrawals and these are reported in the following table.

(1971-1972 and 1972-1973)

Racial Group

School Total

White Black Hispanic

NBHS 122 81 25 208

' (58.6%) @ (29.3%) (12.1%) . (100%)

Gibbons* - - - -

Redshaw 88 71 33 192

(45.8%)  36.9%) (17.3%) (100%)

Roosevelt 80 43 30 153

(52.3%) (27.1%)  (19.6%) (100%)

New Street 2 12 V) 14

(14.3%)  (85.7%) - (100%)

\ Bayard 2 30 24 56

( 3.6%) (53.6%)  (42.8%) (100%)

McKinley 0 22 0 22

- (100%) - (100%)

Nathan Hale 10 . 4 14 65

(15.4%)  (66.2%)  (19.4%) (100%)

Wilson 109 21 15 145

(74.1%)  (14.5%)  (10.4%) (100%)
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. . ‘ Teble 4,10 (continued)

Schout Racial Grovp . Total -
White Black " Hispanic

5

Washington nr 16 27 154

(82.1%)  (10.4%)  (17.5%)  (100%)
Livingston 122 65 43 230

t (53.0%) (28.3%)  (19.7%)  (100%)
" Lincoln 123 39 - 2 - 184 .
(66.8%)  (21.3%)  (1L.9%) . (l00%)
- Lord Sterling 2 4 27 70 .

. (2.8%)  (58.6%)  (38.6%)  -(100%)

* Total 771 462 20 1,493

T

(51.6%)  (30.8%) (17.6%) (100 70)

* no data available
Contrary i what ong might-have expected, the withdrawals, by the different ra~""

ciol groups from most of the schools, were oenarally proportionate to their racial

! ) 3 \
representation in thz schools'. environments. Noticeable exceptions were at the Roosevelt
) ’ 4

School where white students were 17.5 percent of the enrollment, but represented 53.3 -

percent of the withdrawals; and ot the Washington Elementary School where minority-

group students constifuted 73.7 percent of the enrollment, buf made up only 27, 9

. .
/ Y

" percentof the wntndmwols Atthe lemgs?on School where white enfollment was 16 5 .

percenf, 53 percent of the - ithdravrals wese also white. Withdrawals at fhe Lincoln

' E!ementary '*chogl were dlsproporhonately white and Hispanic, but af the Lord Sterﬂi

[

ling School, the pattarn ‘somewhat x‘eversed itself when Hispanic students conshtutecf

38. 6 percent of the withdrawals, But 2nty 10,5 percent of the enrollmerit. The re-

ported redions given for student witihdra‘ko!s are in Table 4.11, ‘ A

] R 2

) . ‘ . . -
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A high percentage (73.3%) of the withdrawals resulted when studen's mcved out
of the New Brunswick school district, T’ e number of students who moved we: pro-

portionally distributed along racial and sex es, and in nis regard, did not see to

’

reflect any group peculiarity. Transfers to private schools, though representing only

4

+~11.2 percent of the totdl withdrawals, were seemingly actions taken primarily by white

y
‘ ©+ families. This is supported by the fact that only 14.6 percent of the students who left
the public schools to enter private ones were black or Hispanic.
- - Generalizations from the withdrawu! data were difficult to make for several rea~
¢ 5 e ‘3

sons. The information supplied by the Roosevelt School did not specify whether or not
. ° 2

their studen: transfers were to othe: towns or to private schools. The percentage of
. A

withdrawing students, for which no withdrawal reason was given, was three white

youngsters and 66 minority~group members. When looking af the general withdrawal

~ rate {10.3 percent of enroliments), there was no way to determine its keal significance,

particularly since no data was made available for comparative purppses. In addition

to this, there wasno information which sugg;'sted the extent to which naw students -
' had transferred inte New Brunswick sch\ools nor.any information about thebff—setting‘

AN
impact of these transfers. . <
The question of student transfers to private schools was not conclusively answered
by the New Brunswick school: data. While ij,woas determined that Snly 1.2 percent
N SN -~

« of the public school students transferred to private \s_>choo|s in or a(oyg)he city, there

was no indication made to suggest the number of students who returned to ‘he public
SN _

schools after an experience in the areas' private or parochial ones. The number and

e b

ERIC ; - IR
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percent of children in New Brunswick whose education had been only in non-public
schools would have been significant in speaking to the community's perceptiors of the
public schools' appropriateness for serving their children. This statistic was not avail-
able and therefore, private-schooi attendance as a measure of perceived public scheol

inadequacies could not be fully addressed.

High School Graduates

* One of the most commonly used assessment measures of school system effectiveness
is that which simply speaks to the number or percentage of students who successfully
complete their high school studies and ultimately graduate. When graduates, such as -
those leaving the high schools in New Brunswick, reprcsent various racial@ it
oftentimes becomes equolly significanf to consider the number of those completing schaol

in terms of *heir identification with each of the ethnic groups in particular; it is really

the school systems' holding power that is being measured=-with the number of graduates

serving as the gauge.

The 1973 high school graduate data was not exami: 2d by a longitudinal method
and, consequently no conclusions were drawn which spoke to student attrition leading
up to that year's graduating class. The number of sfé:denfs enrolled at New Brunswick
Hiah School and the racial c.:omposifion of that enrollment were essen?ial‘iy no different
in the springjypf 1‘97'2 than in the fall of 197:;. Given this, the class enrpllmenfs of the
early 1973-1974 school year were used to make some/cssumpﬁon about the school sys-

tem's ability fo hold students in its educational pragrams. Data, on the basis of which

-

"' 182 ".": e -
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those assumptions were made, is presented in Table 4.12.

Table 4,12

° : Enroliment of the Three Upper Grades
: at New Brunswick High School
(September, 1973)

Grade Racial Group Total
White Black Hispanic
10 360 182 " 30 572
. (62.8%)  (31.8%)  ( 5.2%) (109%)
1 327 155 15 497
. (65.8%)  (31.2%)  ( 3.0%) (100%)
12 . ‘357 97 14 468

(76.3%)  (20.7%)  (3.0%)  (100%)

The overall enroliment of t’:;e high school moved downwvsard fromi the tenth to
the twelfth grade; the difference between the number of tenth year students and
twelfth graders was about 18 perceﬁt. The number of white students in each class
was relatively close to being the same. The ;aercentage of white sfudents, how-
ever, was 62.8 percent in ‘ihe tenth grade, but 76.3 percent in the twelfth grade-~
a difference upward of almost 14 percent. From this one could assume that, to al
very high degree, the school succeeded in holding white students in school and
they ultimately graduated.

However, one could not assume from t: data in Table 4.12 that the school -

3

was highly successful in holding minority-group students to the point where they re-
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ceived a diploma. The erroliment of both black and Hispanic students in the twelfth
grade was significantly lower than it was in the renth and eleventh grades. f1e num=-
ber of black students who viere seniors was about 46 percent less than those who were
sophomores. Hispanic tenth graders were twice the number of those who were in the
senior class. The enrollment pattern of minority-group youngsters appeared to be
just the opposite of the one established by their white peers. White student enroll-
ment seemed to remain very stable while that of black and Hispanic students was
reduced by nearly 50 percent between the tenth and twelfth grades. 7

There were 552 students in the graduating class of 1973. Their racial and sex

distribution is presented in the following Table, 4.13.

Table 4. 13

Distribution of Students by Racial Group and Sex
in the 1973 Graduating Clas

Racial Sex

Total
Group Male Femcle -
White 190 233 423 -
(34.4%) (42,3%) (76 .7%)

116
(20.9%)

48
( 8.6%)

68
(12.3%)

Black

4 9 13

Hispanic :
( 6.7%) ( 1.7%) ( 2.4%) O TTTTTTTT—

Total 242 310 - 552
(43.7%) (56.5%) (100%)
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The significance of the number and racial compostion of students who graduated
cannot be minimized. Of great importance also was the course that students >ursued
after they completed high school.  To get some understanding of how New bruns-
wick's 1973 graduates vsere faring after leaving school, data from the Follow-up of

High School Greduates? was summarized and subjected to analysis. Of the 552 stu-

dents who finished school last year, 348 (63 percent) of them sought some form of
post-high school education or training, while most of the remaining 204 (37 percent)

entered the labor force.

High school graduates in four-year colleges. Thirty-five percent of the 1973

graduates (192 students) entered four-year colleges. Most of these students (103)
regisicred at institutions of higher education which were located in the State of Nevs
Jersey. Of the studer ts who enrolled in these colleges, 73 percent were white,

21 percent were black, and 6 percent were Hispanic. These racial percentages were
reasonably parallel to those of the graduating class. Although the number was small,
the percentage was relatively high for Hispanid students who were only 2.4 percent
of the graduating class, but 6 percent of th\ose Zz'aftending fo sr-year colleges. En- \
roliment by numbers, in terms of sex, was also very close to that of the high school

senior class. Fifty-stven percent of four-yenr college enrollees were young women,

which was abuut the same as the 56.5 percent famale representation among the 1973

\ ~

graduates. —

~

3 2, New Jersey State Department of Education, Follow-up of High School Grad-

uates, (Fall Report, 1973), Division of Research Planning and Evaluation, Office of
management Information Branch of Statistics, Trenton, New Jersey.

4
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.

High school groduates in two-year colleges. Eighty-faur of the high school

graduates were enralled in two-year collegss, all of which were located in the State
of New Jersey. Of these erirollees, 92 percen! were white and 8 percent were black.
For whotever reasons, minarity-graup students in opprecioble ond comporable numbers
did not take the, ;\No-yeor college os an educatianal option. The majarity of students,
both black and white, wha did ottend the two-year colleges were females (71 ond 52
percent, respectively). There was a considerable number of males who attended

these schools (39), but only two of these were black. There were no Spanish-speaking
students in the 1973 graduoting class wha were enrolled in two-year colleges.

Groduates enralled in business, vocational, or technical training programs. Ap-

praximately 15 éercenf (72) of fhe 1973 graduating students enrolled in business,
vocational, or technical training progroms. Eight f them were toking their training
outside of the State of New Jersey. The 64 ather students and their training pragroms
are identified in Table 4, 14,

Nolficeobly obsent from training pragrams were Hispanic students. This might
have been attributable to the smai! aumber of them ir the groduating class ond the
relatively high percentage of them whao went ta faur-year colleges. Black males were
pooriy represented in progroms, but o -ather high percentage of black females, mostly

in business ar secretariaf areas, had registered far training. White femcles were dis-

tributed in three ar four different kinds of pragroms, but white males were concentrated

in fechrical, trode, and vacational treining.




162

Table 4.14
_ . Enrollment of 1973 Graduates in Business,
. Vocational, and Technical Training Programs

Racial Group and Sex

Training Program White Black Total

male female male female

Business or Secretarial 1 8 1 14 24
Cosmetology or Barbering 1 4 0 1 6
Art 0 1 0 0 1
Nursing 0 0 0 1 1
Tech., trade, vocat. 13 6 3 1 23
Apprenticeship 4 0 0 0 4
On-the-Job training 2 3 0 0 5

rotal 21 22 4 17 64

<

Graduates who did not enter post-high school education or training. Nearly

37 percent (204) of the 1973 graduating students did not enter college or enter into
any other kind of posf~hi£ﬁ'schoo| education or training. These young people, for the
most part, joined the labos force and howﬁ they iNnvo!ved themselves in c;ccupational
activities is outlined in }cble 4,15,

Only 32 members of the 1973 graduating class (slightly more than one-half
of one percent) were not employed or in educational truining programs. A maior‘ity
of the employed students (51.9 percent) were in clerical and service occupations;
the dominqnf group in these areas were white females (34.3 percent). A number of
young r;len in the employed category (7.4 percent) went into military service, while

a similar number of them (10.8 percent) were engaged in factory work and trades.

2
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Summary and Discussion of the Findings

Dropc. ts in New Brunswick schools occurred, for the most part, at Roosevelt

and New Brun.wick High School. At the Roosevelt School, the percentage of students

who permanently withdrew from school were disproportionately white, but the dropouts
at the high school, where they were significantly more in number, were over-
represented by black and Hispanic youngsters. Thereseemed tobea variety of reasons
why sfudents dropped out of school, but most of them were reported to have done
so because they lacked interest in the educational programs. Within racial groups
there was a tendency tor dropouts, in terms of numbers, to be somewhat balanced
between males cnd females. When numbers were converted to percentages, h?’w-

v

ever, the black and Spanish speaking male stood out as the most likely students.to

leave school prematurely and without completion. In providing recommendations : '
for dealing with ti e dropout problem, most teachers suggested that a different, but
~ relevant, curriculum which was flexible and contained special programs might be

helpful. But a number of teachers indicated that disinterested students should ‘just
- CE

be allowed to drop out of school. .

- [ ) o

s 7 ‘f"; , "’-’
' Students who withc rew from the New Brunswick public scHéolsn’f\d ‘transferred

to other school distiicts represented about ten percent of the school system's enroli-

ment. The data, however, did not reveal the net result of this, since it provided

no information about the off-setting effects of new students coming into the, district.

The racial distribution of student withdrawals was generally proportionate to that of
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school enrollments. Even though there was somewhat of an overall racial balance
between the withdrawing students, there was considerable disparity at the Rozsevelt
and some elementary schools. Nearly three-fourths of the students who withdrew
were reported to have done so because their families moved out of the schosl district,
This reason held constant and did not separate one racial group from any oth-
ers. Withdrawals which represented a transfer out of New Brunswick public schools

into local private schools were mostly actions taken by white students and their fam-

—

i’lies. The extent to whick-orivate schools enrolled students who were entering school * -
for the first time anci the :impact of that enrollment on the public school registers

was not determined. Also left unanswi-ed was the degree to which students with-

drew from lucal private schools to re-enter, or enter for the first time, the public
schools.

The high school graduating class was disproportionately white. The data sug-
gested-that while the school tended to be successful in holding majority-group youngsters
from the tenth grade through the éompletion of their twelfth year, it was not ex~- .
tremely effective in doing this for black and Hispariic students. Befween the tenth
= and twelfth grades the number of white student enrollment was maintained, and the

percentage increased to the point where nearly three-fourths of the senior class were )
majority~group members. Minority~group enrollment between the tenth and twelfth

grades, however, decreased significantly and reacked a point in the senior year where

it had reduced itself by nearly 50 percent.

e
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Based on the number of New Brunswick graduating students who attended four-
year colleges (35 percent), as compared to that of graduating students in cth2- school

.

districts, New Brunswick High School could be \jgwéd as being highly academic or
college-oriented. The racial representation of New Brunswick graduates who did
attenc{col]ege wassimilar to that' which existed in the high school senior class. A siza-
ble number Qf graduates went to two-year colleges, but in‘-thc;t number, there were only
two black males and no Hispanic males or ‘females. The absence of Spanish-s-peaking
students enrolling ir two-year cqlleges might have been attributable to the fact that

a small, but relatively significant, number of them went to four-year schools.

About fifteen percent of New Bruaswick's graduates enrolled in business, voca-
tional, or technical training programs. There were no H%spanic youngsters in the group,
and only a few black males. All of the black females, with the exception of three,
who errolled in these schools were taking business or sécr;-tarial courses. This somehow
reflected back on the total ubsence of young black women in the high schools' advanced
secretarial program. The number of male white graduates who were in technical and vo-
cational programs suggested that the school had not provided them with appropriate
options in program selections. ¢

More than one-third of New Br’unswick g-aduates did not enter into a post-high
school educational or training progrom, For the most port, théy entered the labor force
and ~becc:nme involved in various w’o‘rAi<‘(sifuaﬁons. Slightly more than one-half of them

were in clerical or service occupations, even though fermales were dominant in these

areas. Work ir factories and the trades appeared to be the domain of male graduates;

B
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only one female was occupied by either of these areas. The occupation data, when
considerei alongside that relating to post-high school education, seemed to suggest
that , with very few exceptions, the graduating class of 1973 was gainfully involved

in “either work or additional schooling.

Recommendations

1. DEVELOP DROPOUT PREVENTION STRATEGIES WHICH
ADDRESS BOTH THE EDUCATIONAL AND PERSONAL
JNEEDS OF STUDENTS. ‘ , n

Some student dropouts will probably occur in spite of any
efforts schools might make to prevent them. Nevertheless,
there are students who will halt their education prematurely
simply because sufficient efforts were not made by the
schools to keep these young people in an educational pro-
gram. The dropout problem has long been a concern of
scheol people, and a subject discussed in volumes of lit-
erature and reported research. Solutions have been offered
over and over again which usually call for such things as
vocational trajning, work-study programs, modified gradu-
ation requirements, and career education activities-- which
all speak to some aspect of the¢uriculum. These offerings,
depending upon the circumstances, might be appropriate, T
but by themselves, they only provide partial solutions. The- )
problem with them is that they speak to students' instruc-

tional needs, and gi = only limited attention to their

personal needs, - . .

™
g

There are a number of strategies which have been developed
to deal with patential dropouts and New Brunswick's school
people are certainly familiar with all or most of them. As
a reminder, however, the following comments are offered: P
- The most successful dropout prevention programs™ "~~~ "7" ~ T T v
have focused on communications skills-~reading,
writing, and speaking.

192 = o
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- Most effective dropow prevention programs have
provided a low studet-teacher ratio, and have
-~ included some degree of individualized instruc-

' tion after a careful diugnosis of needs and specific
prescriptioris for remea:al and enrichment ex-
periences. Accompanying this has been a speciai
emphasis on the requirement of teachers generating
‘an atmosphere of gasitive and genuine acceptance
of students,

“ - The small, integrated, and concentrated prbgrams
are usually more successful *han those added as
adjunct services in larger school settings.

= Almost without exception, the most successful pro-
grams for dropout prevention provide a strong guidance
component with a reasonatle work load for advisors.
Where programs have demonstrated holding power,
the counselors have reached out to students and
worked with their parents: Together, they have
tried to develop a realistic and meaningful out-
look aboui the youths' future which helps them to
revise the self-defeating attitudes generated by
experiences with the traditional pattern of school
failure.

It is recommended that a sound and well-considered preven-
tion program be instituted to serve particular curriculum
needs of students who have been identified as potential drop-
outs. But this is not enough. The schools should also make
provisions for dealing with the equally important personal
needs of students which oftentimes exist outside of the edu-
cational setting. |t should not be assumed, in spite of the
previous notes, that all potential dropouts are doing poorly
in school, have grown too weary from the educational

v . process, or have become disin’ 2rested in learning. Many

v

— ; of them want to remain in school, but find it necessary

to permanently withdraw, because of personal or family

- circumstances. Effective dropout prevention programs must,
somehow , simultaneously address both personal and school
requirements. The school might not do as much as it would
like in changing the personal circumstances of potential
dropouts, but it might begin to think more in terms of accom=-
modation and give more attention to the individualization

L4
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of time schedules as well as programs, .
SOSARIER

2,  STUDENT ENROLLMENTS IN, AND TRANSFERS TO, PRI-
VATE PAROCHIAL SCHOOLS SHOULD BE “TUDIED, SUCH
A STUDY WOULD PROVIDE AN ASSESSMENT OF PERCEP-
TIONS HELD BY STUDENTS AND PARENTS WHO AVOID
THE PUBLIC SCHOOLS AND MIGHT HAVE SOME IMPLI-
CATIONS FOR FUBLIC SCHOOL PRCGRAMMATIC CHANGES.

The number of students transferring out of the publie schools:
and entering private or parochial ones did not appear to be
significant. There probably is a significant number ot New
Brunswick children whose only educational experience has
been in the local non-public schools, or who entered those
schools after some limited exposure to public education.
How many children the public schools have "lost" to the pri-
vate ones can easily be determined and several assumptions
can be made to explain why this happened. What lacks under-
standing, though, is the extent to which private and parochial
school attendees' (and their parents') perceptions of the pub-
lic schools can be positively modified. Whether or not private
anc public schools are in competition with each other
is not the issue. The issue is really that of determining the
shortcomings of the public schools which are suggested by
private school attendance. An analysis of these suggestions
might reveal educational needs which, when served, will -
-make the public school offerings more attractive to'all students
who are in or out of the public educational system.
N 0

3.  BUSINESS, VOCATIONAL,; AND TECHNICAL TRAINING
PROGRAMS OF THE HIGH SCHOOL SHOULD BE COM-
PARED WITH THOSE PROVIDED BY POST-HIGH SCHOOL
INSTITUTIONS IN THE NEW BRUNSWICK AREA, THE i
EXTENT TO WHICH STUDENTS SEEK TRAINING AFTER "
GRADUATION, WHICH WAS NOT AVAILABLE TO THEM
BEFORE GRADUATION NEEDS TO BE EXAMINED, .

=

S

. Some of New Brunswick's graduates are involved in post-

P high school training programs which seem to be the kinds
! that are offered in many secondary schools. The question,
then, becomes one which asks, "Are some graduates paying




for learning experiences which the public schools provide
or should have provided?" The proportionate nomber:
of black female graduates who are enrolled in posts™-
high school business and secretarial training helped'to™"
generate this query, particularly since no black students

. were enrolled in the high school's secretarial practice
class this year. A number of male and female white
graduates are now being trained in the technical, trades,
and vocational areas. |f the same kind of training is pro-
vided by the high school, then one should ask why weren't
the graduates trained before they graduated. |f the same
kind of training is not provided by the public education
system, it might be suggestive of needed programmatic
changes in the secondary school.
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CHAPTER V

HUMAN RELATIONS IN THE SCHOOLS

In a society such as that existing in this country where racial prejudice and
discrimination are tightly woven into the fabric of most social patterns, the public
schools have been called upon, to provide remedies for the problems which ger-
mina%e and grow out of this circumstance. Some school systems have accepted this
call and moved aggressively to treat the societal malady which results f-om racial
misunderstanding and a lacking acceptance of ethnic and cultural dive‘rsify.- Other

schoo| systems, motivated by political expedience or other pressures, have reluc=

Ve

tantly received the summons and have done little to improve the relations between

people who are racially and culturall);'different.

)

o~

Human relations, a term often u§ed ir;terchangeably with intergroup relations
and race relations, usuaily speaks to attitudes that people hold about other people
who rep;resent group or individual differences. These attitt;des are reflected by the
interaction patterns of the varic;us groups and individuals and the kind of social cli=- - -
mate in which they relate to each other. When human relations prevails in }écially
integrated schools, it unquestionably does so because the schools themselves have
deliberate!y worked to create interraciail understanding and intercultural acceptance

among both students and professional staffs.

171 ' g‘
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Since human relations touches nearly every aspect of school life, it cannot

be effectively addressed in isolation and shauld be viewed alongside the total edu-

cational program. Throughout the sfudy, otthough it was not explicitly ‘stated,
human relations was given some general atter)tion.' A particular focus on it was made

fhrough student and faculty responses to queries which were directed at these topics:

e ‘ e .s-"-‘. -

1)) school supports for humar relahons, (2) teacher-student relations, (3) inter-

group Behavior of teachers , (4) the'degree of problem seriousness between racjal

groups, and (5) the increase or decrecse of racial prejudice among students.

. . Schoo! Supports For Human Relations

Gordon Allport] . in delineating the conditions for deriving positive results

-

from intergroup contact, spoke of the crucial need for institutional supports.

Pel’ﬁg.‘ew2 followed the A”por; Ieac; in his discussion of quality integrated schools
v - ., and gave considerable importance to the institutic:‘-al support factor. Neither of

these social scientists ciearly defined insititutional supports, but Pettig_rew, in re-

lating to schools, did suggest that they at least included the deliberate efforts of
educational systems—-through their programs- and professmnal staifs==to promote

feelings of aqual stafus and esteem among all of those who were participants in the

I
1. Gordon Allport, The Nature of Prejudice (Reading, Massachusetts; Addison-
Wesley, 1954).

2. Thomas Pettigrew, et al., "Busing: A Review of the Eviderce," The Public
Interest, 30 (1973), 88-118.




educational process,
The amount of support provided by New Brunswick schools (as an institution)

was fragmentally determin;ad by a variety of general questions whi';\h were ’raised

in different areas of 1he study. The specific questions which were asked and spoke

to the school=support issue were these:

- Do the students at your school have an interracial or inter-
group committee?

k4
- If you have such a committee, how effective has it been in - .
dealing with racial and social problems?

- How often do classroom discussions center around intergroup
and race relations?

- How would you rate your school in encouraging race rela-
tions?
- How often do you have class discussions about racial groups?,

3

Except for the question presented to teachers which addressed the entire school sys-
tem, the inquiries-weré directed toward students in the intermediate or secondary
schools, -

a4

The Human Relations Committee | 7 u “w

Reports from school officials established the fact that a Human Relations Com~
mittee had been formed at New Brunswick High School. There was no indication
from these reports that a comparable organization existed in other schools. A num-
ber of students at the high school (13.7 percent) did not seem to be oware of-the . - . L
Human Relation Committee's existence, but most of those who were did not regard

it too highly. Table 5.1 is a summary of their perceptions of its effectiveness in



dealing with racial and social problems.

Student Perceptions of the Effectiveness of

Table 5.1

The Human Relations Committee -
(percerir in each response category)

‘ Respanses
V/e have It has It has it has nat
Racial no such helped helped  helped —~ Total
Group committee . alittle atall -
White 11.3 6.5 52.4 29.9 100 (n =234)
Black ~ 14.4 104  49.6 25.6 100 (n=125)\
Hispanic  23.5 25.5  37.3 13.7° 100 (n=51) °
Total  13.7 10.0 500 ° 28.3 100 (N=410)

Of the students who had an awareness of the Human Relatians Committee,

88.4 percent of them reported that it had been of little or no heip at all. When -

student perceptions were assumed to be an adequate and valid. assessment measure,

it was further assumed that the one school support, in the farm of a schaol~sponsored

orgunization which had been established ta foster human relations, was almost in-

effectual .

" School Encauragement of Race Relations

While student feelings about the effectiveness of the Human Relatians Commit-

*

tee were used to gauge the efforts at improving intergroup relations in one school,

responses ta the "race relations encouragement" question served as a measure of schaol

199

efforts in all secondary and intermediate schools, Table 5.2 shows the extent to which

L e
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students felt they had been stimulated by their particular schools to improve rela=-

tionships between different racial groups.

Table 5.2

Student Perceptions of School Efforts
at Encouraginy Race Relations

/ (percent in each response category)

Encouragemént Ratings

Scho?I R‘gcml Excel~ Good Fair °~ Poor Total
Group lent

‘~Roosevelt White 0.0 90.0 10.0 0.0 100(N= 10)
Minority 14,0 42,0 30.0 14.0 100(N= 50)

Redshaw  White 18.2 45,5 18.2 18.2 100(N= 11)
Minority 8.9 28.9 44.4 17.8 100(N= 45)

Gibbons  White 42.9 . 42,9 143 0.0 100(N= 14)
Minority  29.6 37.0 25.9 7.4 100(N= 27)

NBHS White 2.9 24.0 47.5 25.6 100(N=242)
Black 2.3 17.8  50.4 29.5 100(N=129)
Hispanic  14.8 33.3 40.7 11.1 - 100(N= 54)

Students of all racial groups in the Roosevelt and Gibbons schools tended to

suggest. that their schools were either good or excellent at encouraging.race rela-

tions, At the Redshaw School a majority of white students (63.7 percent) rated the

efforts highly, while most m'inority-'gfoup students (62.2 percent}r assigned them a

fair or poor score. The student responses at New Brunswick High School made it

stand out as being the school where racial groups were least encouraged to improve

intergroup relations. Here 73.1 percent of the white students, 79.9 percent of the

200
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+

_~black students, and 51.8 percent of the Hispanic-students perceived the schaol's

- -

efforts in this area ta be either fair ar poor. : e

A ]

Classraom Discussians abaut Race

_ d
t .. 5
- . . . .
- The frequency af classroom discussions centering around race, as reported by
_,-/ 3 ¢

teachers, is presented in Table 5.3. The question which generated this report was
somewhat circumscribed and did not permit teachers to speak about the context in

- which discussions abaut race were made. ’ -
rd ’

-

Table 5.3

Frequency af Classroom Discussions about Race
(percent of teachers in each response categary)

.- --Frequency of Discussions T N
School = . Fre> *  Some- Very Total
quently times Rarely Never a
Elem. Schaol 10.6 46,5 28.9 14.1 100 -(142)
New Street 37.5 37.5 25.0 0.0 100 ( 8)
Roosevelt 11.9 52.4 23.8 11.9 - 100 ( 42) .
Redshaw 17.3 40.4 30.8 11.5 100 ( 52)

’ NBHS 14.0 , 44,1 33.1 8.8  .100 {136)
Gibbans 50.0 37.5 12,5/ 0.0 100 ( 8)
Fomily L. C..-,  40.0 0.0 40.0 20,0 100 ( 5)

Total . .. 145 _ 44.5 29.8 1.2 100 (393)

“«

* . Q-
A majarity of teachers in all schaols (74.3 percent) indicated that race, as a

subiect of classraom discussian, was presented sometimes or very rarely. The fre-
quency of such discussians appeared to be maderate since teacher responses clustered

between the two extremes of never and frequently. In any case, the indicatian seemed

S

o
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. - - -
“to be that race was discussed by most teachers in classroom settings even though the

- w4 .
direction of those discussions was not determined. ¢t .

Classroom Discussions About Intergroup and
Race Relations -

]

Classroom discussions about racial groups did have a focus when students were *
asked the question,“'How often do class discussions center around intergroup and

race relations?" in Table 5.4, their responses are reported.

.
-

Table 5.4

Frequency of Classroom Discussions about Intergroup
and Race Relations .
(percent of students in each response category)

Frequenc,y
School Racial Often or Seldom Total
Group very often or never

Redshaw  White 50.0 ©50.0 100 ( 12)

Minority 30.8 - 69.2 100 ( 47)

. . . 2

Gibbons White 6.1 33.9 100 (14 -°

Minority 44,4 55,6 100 ( 27)

NBHS  White 8.3 91.7 100 (243)
Rlack . 23.7 76.3 100 (139)
Hispanic 34,0 66.0 100 ( 53)

Students seemed more inclined to indicate that classroom discussions about
race which were specifically targeted on intergroup ond race relations, occurred
either seldom or never, Student respondents at the high school were particularly

noticeable; nearly 80 perceﬁf of them, in all racial groups, fell in the seldom or
I } ’
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;2‘;)

never category, ' . ’

e 3

Instituiional. support for human relations represents those deliberate efforts

) - . . . . ,:
which the schools make to create understanding and acceptance of individual and .

-

gr?up differences by students and staff members in the educational environment. .

Since human relations can touch every 1spect of school life, it is most effective

-t

Sl;mmary and Discussion of the Finaiﬁgs
|
|
|
|
|
|
|

when considered in dll school progrdms and activities. . .
The extent to which New Brunswick schools sipported race and intergroup re- o

' lations was generally noted throughout the study, but was looked at more closely

-

‘£

through an examination of verious aspects of human relations: the school-sponsored

®
f
‘ -

X .
human relations organization, school encouragementeof race relations, and classpom - .

discussions of race, racial relations, and intergroup relations.

’

o In schools, other than the-high school, students tended to feel that they were

»

ap;preciably encouraged in race relations, At New Brunswick High School, nearly or "
three~fourths of- the students in all racial groups felt fhat the school had done only a

-fair or poor job in stimulating intergroup and interracial relations.

General discussions about race had a moderate occurrence in all schools but

L]

- with a greater frequency in the Roosevelt, Redshaw, and Gibbons schools. Discussions T

- .

centering on ‘intergroup and race.relations occurred in the Redshaw and Gibbons schools

’
k]

» :
! with a fair amount of frequency. In the high school, however, classroom discussions fo- > :

’ -

cusing on these subjects were seldom or never experigpiced by a large majority of students

¥
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" in all racial groups.

Recommendations

¥
t
t
[4

1. RE-EXAMIN_‘E THE PURPOSES OF THE HUMAN RELATIONS . .
COMMITTEE AND, RESTRUCTURE {TS MEMBERSHIP AND - b

.. ACTIVITIES TO SERVE AS A VIABLE INSTRUMENT FOR IM- ‘
PROVlNG INTERGROUP AND RACE RELATIONS

The iack of dwareness by some students of the existence of

the Human Relations Committee and its perceived ineffec-

tiveness by a large number of others clearly suggests the .
need for a careful assessment of its value. This Committee T~
seemed to be comparoble to the traditionai student gorzrn-

ments which seldom represent true student leadership or
pursue the general interests of the larger student body. The

reasons for the existence of the Committee should make ‘
- practical sense and be articulated to all school'members. ) s
v ' Its activities should be purposeful and -on-going and-include
 the contributions of. a wide range of students who represen#u,

not only major racial and ethnic groups, but also subgroups -
within the predominant ones. ¢ \i

-
‘e

2.  THE SCHOOLS SHOULD DEVELOP AND SUPPORT DELIB-| "~
ERATE ACTIVITIES AND PROGRAMS WHICH STIMULATE * .

f RACIAL AND INTERGROUP UNDERSTANDING AND . &~ .

- ACCEPTANCE BY ALL QF THEIR STUDENTS,” L

Certainly the schools are awgre of the attitudinal cleovage / -
between students of different. racial groups. To ignore this® © 2
or do nothing to remove it can only serve to worsen how stu- o {
dents of different backgrounds feel obout each other. Programs )
-~ “and activities need to be developed which will bring
g _ a large number of different kinds ot students together so they
can interact in a positive climate and begin to improve their
understanding of each ot At the moment,. theré does not
seem to be a single effective achvny or program which was
" . deliberately designed to improve relationships between young
people. In a racially integrated school, the positive ex-.-
changes between students should not be left to hance.

L4




3.  TEACHERS SHOULD BE ENCOURAGED AND TRAINED TO
ADDRESS HUMANRELATIONS, WITH SOME REGULARITY,
IN THEIR CLASSRCOM DISCUSSIONS,

If human reletions are to prevail in the verious school envi-

ronments, then human relations must - v . :d periodically :
in learning situations. There isr. . -er place than the

classroom for students to learn about and.become accepting

of racial and ethnic diversity. The infrequency of class-

room discussions in New Brunswick schools mighi have been

an indirect contributor to the intergroup disharmony which

has shown itself especially in the high school. —1

Some teachers will, of course, not be willing nor equipped -
to deal with the issues associated with human relations in ’
their classes. This may require in-service training-or di- ' :
rection from the school administration or senior members »f +
the faculty. - ‘

Intergroup Behavior of Teachers

How teachers of different racial groups interact with each other should, to some - -

,
¢

extent, provide direction for the interaction of students in a racially-mixed setting.
When viewed positively, it could pepresent a school support which serves to foster hu- .
man relations. The intergroup behavior of teachers, therefore, might become a model
B i e ansened ’
_.. which, in a sense, exemplifies the kind of student-group interactional behavior the
school expects.

Although New Brunswick teachers responded to the many and varied questions r

which were presented to them in the survey questionnaire, many of them, for what- -

-~

ever reasons, did not identify themselves by racial group. This made it almost

5.

impossible to analyze and interpret some of the teacher data which was related to - -

N N N . “" N
” ’ .

<035
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interracial behaviors of faculty members.
~

To partly understand the extent to which teachers of different racial groups had

personal and professional contacts, the following two questions were presented to them:

LI 5

- In reference to the three teachers you talk to most at
school, are they of the same race as you or of a differ-
‘ent racial group?

°

- Do you consult with other teachers who are not of your
race about teaching and other school problems relahng
to minority-group students?
Responses of teachers to these questions certainly could not be used to fully .
assess the faculties' interracial behaviors--particularly since they could have taken

Q + . . . . °
many forms under a variety of circumstances which the two queries did not consider.

Nevertheless, rhe way teachers associated themselves with each other through inform-

i ~
.al talks or consultations was considered to be strongly suggestive of their general

‘interracial or intergroup stance.

In Table 5.5, the degree to which teachers'in one racial group talked with

-
by,

. teachers in.other racial groups-is somewhat indicated. It should be taken into account

that the disparity between the number of teachers in each racial group might have been
an influencing factor.

When looking at the teachers' interracial "talk" patterns for the total school

dusmcf, it appears as though ‘most teachers (73.4 percenf) talk frequently with one or

--mqre faculty members of a-raclal group different from their own. With the exception of

the special schools and Redshaw, the probability of teachers from different racial groups

talking with each other with fréquency appeared to be associated with school levels.
. - . I I .o

3 "
< .
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Table 5.5

Race of Teachers Talkéd with Most by Faculty Members
(percent in each "tailr" category)-— -

Three tedchers-talked with most : -

Scheol Of same race One or more of Total
a different race

Elem. School 21,6 78.4 100 (139)
New Street 0.0 100.0 .100 ( 4)
Roosavelt 31.1 69.1 100 ( 42)
Redshaw 7.8 92.2 100 ( 51)
NBHS : 41,5 58.5 - 100 (130)
Gibbons 0.0 100.0 . . 100 (  8)
Family L. C. 0.0 100.0 100 ( 5)

Total 26.6 73.4 100 (379)

The highest percentage of teachers who talked most with members. of another racial
group (78.4%)‘was in the elementary schools; followed by Redshaw with 69,1 percent
by the fact that the secondary school teaching staffs were much largerﬁlél}an those of
the elementary schools, and the racial ratios of the faculties were more balanged.

i

| : .
ing fbgether to consult about teaching and other problems relahng to mi rify-group

l

students was similar to thaf of the previously discussed interracial talks. Slughtly

more than 80 percent of all teachers in the school district indicated that they had fhese

kinds of consultations either often or occassionally with a Fellow staff member who was

~ not of their racial group. When schools were looked at individually, the paftern re-

;. 207 -y

- ,The system-wide frequency of faculty members from different raelal groups com- A
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versed itself, Interracial consultations,-as Table 5.6 shows, had the greatest fre-
do- !
g
quency at the high school and a relative decline!as school; levels lowered.
The difference in the "talking" and "consultation” frequencies (78.4 and b1. 1

percent, respectively) had several speculative implications. One was that problems

which are perceived to relate to minority-group students was a stronger motivating

~ factor than others in bringing teachers of different racial groups together. This was

- suggested more at-the high school where™41.5 percent of the F&culty "talk" most with

teachers of their own racial group, while 83,2 percent of them "consult" with teachers

who are not in their racial group.

Table 5.6

Percent of Teachers in each Response Category of the
"Consultation with Teachers of another Race"

Question
Frequency of Consultation -

School Often  Occassionally ~ Rarely Never Total
Elem. School 43,9 36.0 15.1 . 5.0. 100 (139)
.New Street 33.3 - 16,7 33.3 16.7 100 ( 6)
Roosevelt 47.6 . 33.3 14.3 4.8 100 ( 42)
Redshaw 36.5 46,2 15.4 159 100 ( 52)
NBHS- 29.6 52.6 16.3 1.5 100 (135)
Gibbons 75.0 25.6 0.0 0.0 ° 100 ( 8)
Family L. C. 60.0 20.0 20.0 0.0 100 ( 5)

Total 39.0 42,1 15.5 3.4 100 (387)

To compare the difference between the frequency:of teachers' personal and pro-
fessional contacts with faculty members of different racial groups other than their own,
the four columns of Table 5.6 were collapsed into two columns to coincide withthe




arrangement of Table 5.5.

Summary a0d"Discussion of the Findings : ;

Q
o

The way teachers of different racial groups interact with each cther can serve
to exemplify the kind of interracial behavior the schools expect of their students. In

New Brinswick schools, there was a strong tendency for faculty ¢.embers to have both
ra { 7 4 g

o
o

persond! and professional contacts with mezupers of a rpc'ial'group which was different

¥

.
] e
Ry i &

§ ,." ’ : .- e o g e N ol 4 e * e )
“ have the greatest frequency in the high school with a relative decline as school levels
—v’é - k -

i » .. lowered,

Apart from informal talks and professional consultations, na other behaviors were
examined to determine how teachers of different racial groups interacted. This made

generalizations about th  full scope of faculty interracial activities impossible. .

Recommemdations

s ¢

- . 1.  THE EXTENT AND QUALITY OF TEACHER INTERRAGIAL
R BEHAVIORS SHOULD SERVE AS EXEMPLARS OF HUMAN
= RELATIONS WHICH CAN PROVIDE DIRECTION FOR STU- ,
o d DENTSWHO LIVE AND LEARN IN THE SCHOOLS' RA-
CIALLY INTEGRATED SETTINGS.

Teachers, of course, should not be subjected to dictates which
prescribe how they should informally involve themselves with
their professional colleagues. They should, however, under-
stand that their behavior might influence the manner by which

r
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their young students will behave. If positive interracial in-
teractions are indeed a goal >f the schools, teachers must
realize that they must play a n ajor role in that process by
establishing the example. The schools should encourage
interracial behavior of faculty members which have both
substance and visibilitv.

2, SCHOOL ACTIVITIES SHOULD BE PLANNED IN SUCH A
- WAY TO DELIBERATELY BRING TEACHERS TOGETHER WHO
REPRESENT DIFFERENT RACIAL GROUPS.

In any school setting; teachers can learn from each other.

In a racially integrated school, the mutuality of learning

still exists, but it can have an added dimension-~faculty mem-
bers.are able to learn more from each other about racial and
cultural diversity. 1t should not be left entirely up to the
professional staff to decide on the degree to which it will be
involved in peer-group teaching and learning exchanges.

The schools would plan activities waich bring teachers to-
gether who have different racial designations but who will
serve to |mprove interracial understarding.

-

The Status of Race Relations

“

To adequately address the issue of race relations in the schools, it must be
-4

_ viewed alongside most things which happen in the complete operation of those ra-

cially-integrated schools. Throughout the study, different pieces of data suggested
what the status of race relations in New Brunswick schools might be. The "pieces”

were put together by the following questions which drew responses from either teachers

or students: , &

a -

- What is the quality of relations between teachers and mi-
nority-group students? Between teachers and white
students? - <

»

- Is the racial prejudice of both white and minority-group

© 210




students increasing or decreasing?

- How would you describe he contact between white students
and minority-group students in your school?

- How are things working out in school between students of N
different racial and ethnic groups? >

- How would you evaluate the way race relations are in your

school? . R - . -

. . : e
-—

Teacher-Student Relations

A number of factofs, including the traditionally prescribed roles for school
‘participants, often militate against positive téachgr—student relations even in schools
with racic;l homogeneity. When racial diversity become; a consideration, it tends L
to increase the difficulty of engendering favorable interactions between faculty
members-and all of their young clients. None of this is to quxﬁthqtﬁt:effhers and
students in any school ‘environment and with any kind of racial composition do not ,
get along well together, but it is to present a common issue which is so frequentlx
raised in racially-integrated schools.

From @ human relations point cf view, it was appropriate to ask, "How do
teachers and students get along together?" ‘Viewing teacher-;tudent relations from
a race~relations perspective, it was equally appropriate to split.the question and ask ‘

[}

"How do teachers and white students get along? " and "How do teachers and minor=

~-ity-group students relate to each other?" Theanswers to those questions, as provided -
by teacher perceptions, can be found in Tables 5.7 and 5.8 where faculty ‘ "

ratings of teacher-student re! itions are reported.




Takle 5.7

Faculiy Perceptions of Teacher/Minority-Group Student

Relations

(percent in each rating category)

Rating

School Low Medium  High Total
Elem. School 4.2 24.3 71.5 100 (119)
New Street 0.0 16.7 83.3 100 ( 6)
Roosevelt - 5.1 30.8 . 64,1 i00 ( 39)
Redshaw 14.2 39.5 46,3 100 ( 47) .,
NBHS 13.6 48.4 28.0 100 (125)
Gibbons 0.0 37.5 62,5 100 ( 8)
Family L. C. 0.0 0.0 100.0 100 ( 5)

Total 8.9 "39.3 51.9 100 (349)

Table 5.8

. Faculty Perceptions of Tea,cl‘\er/White Student

Relations

(percent in. each rating category)

o Rating
School Low Medium -High © Totdl
Elem. School 1.8 23.9 74.3 100 (113)
New Street 0.0 0.0 100.0 100 ( 5)
Roosevelt 2,6 31.5 . 65,8 100 ( 38)
Redshaw " 6.3 34.0 . 59.6 100 ( 47)
NBHS . 8.8 44.3 46,9 100 (124)
Gibbons |, 0.0 37.5 62,5 100 ( 8)
Family L. ,;. 0.0 0.0 100.0 100 ( 3)
S i
Total 5.0 33.4 . 61.5 100 {338)
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A majority of teachers in the school system (51.9 percent) felt that teacher

minorit -group relations could be highly rated, but a greater plurality of them

: -
(61.5 percerit) thought that relations between white students and faculty members
was d~eserving of a high roting. Teachers in all of the schools except Redshaw and
N_ew Brunswick High School did not indicate any significant difference between the

quality of relorions between teachers ond white students and that between teachers

and minority-group students, In the two mentioned schools, a noticeably higher

percentage of teachers suggested faculty members got along better with white stu-

dents than they did with minority-group youngsters.

Changes in the Prejudice of Students

s
I

" The level at which human relations existed in the schools or had influenced

students' racial attitudes was determined, to some degree, by analyzing teacher re-

H
i

sponses fo the question, "Are /gbdents becoming more or less prejudiced?" In Tables

5.9 and 5.10 answers to the query are presented. _ SR .

of students throughout the school district and in all rocial groups were changing their
racial attitudes and, to some extent, were becoming more prejudiced. On th; whole, -
there}eemed to be a di%ference in the degree of ch;'mge among different kinds of stu-
dents since ﬂ\'ne\percent (52,2%) of tea'&:hers who felt thc;t minority-group students

were becoming moré‘_p(giudiced was con\siderably‘higﬁer than that (40.8%) of those

Judging from the perceptions of teachers, it appeared that a significant number :
1
|
|
|

s \\ i

who felt the same way about white students, (
|

1




Table 5.9

Teacher Responses to the ' White Students are

Becoming More or Less Prejudiced” Question

(percent in each rating category)

189

White Students are Beczom

- School More Less Neither more nor  Total
e Prejudiced” Prejudiced less prejudiced
Elem. School  23.8 19.8 56.3 100 (126)
New Street 0.0 33.3 . . 66.6 100 ( 6)
Roosevelt 12.5 17.5 70.0 100 ( 40)
-Redshaw 36.2 27.7 36.2 100 ( 47)
NBHS 72,0 3.2 24.8 100 (125)
Gibbons 37.5 0.0 62.5 100 ( 8)
Family LC. 0.0 66.7 33.3 100 ( 3)
 Total 40.8 14.9 4.3 100, (355)
Table 5.10
Teacher Responses to.the "Minority-Group Students are
Becoming More or Less Prejudiced" (uestion
(percent in.each rating category)
Minority Students are Becoming: =
~ School - More Less ~ Neither more nor  Total
Prejudiced Prejudiced less prejudiced
Elem. School  43.2 12.8 - 44.0 100 (125)° "

New Street 16.7 33.3 . 50.0 100 ( 6)
Roosevelt 26.3 10.5 © 60.5 100 ( 38)
Redshaw 36.7 25.6 . 36.7 100 ( 49)
NBHS ., 78.3 2.3 19.4 100 (129)
_ Gibbons - 37.5 0.0 62.5 100 ( 8)
" Family L. C. 0.0 66.7 33.3 100 ( 3)
Total 52.2 : 11.2 . 36.3 - 100 (352)

-—

-
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-

In spite of this, a m?ciority of teach.rs in each of the schools, with the ex~
ception of New Brunswick' High School, were of the opinion that students' rccial
attitudes were either becoming less prejudiced or were stabilized. The high .
school stood out because it was here that three-fourths of the faculty suggested that

students in all racial groups were becoming more prejudiced.

<
4

Relationships Between White 'nd Minority-Grot;p
Students '

Pl
The nature of relationships between white and minority~-group students was
characterized by teacher responses to the question, "How would you describe the

contacf between white students and minority-group students in your school?" The

~

characterization .is presented in Table 5.11 where teacher descriptions of intergroup

contacts are reported.

/
A

_ Table 5.11
Teacher Descriptions of Relationships Between
e - White and Minority-Group Students T -
(percent in each description category) :

L = — - —
Intergroup Relationships

& Very Only -  Few Many

.School Tense  Formal ' Total
Elem. 'School 2.3 7.6 242 65.9 100 (132)
New Street 0.0 28,6 143 .57.1 100 ( 7)
Roosevelt 0.0 205 564 23,1 100(39 -
Redshaw 7.7 23,1 57,7 1.5 100 ( 52)
NBHS 49.3 21,6 23,9 © 5.2 100 (134)
Gibbons 14.3 0.0 °85.7 0.0 ~ 100 ( 7)
Family L. C. 0.0 0.0 20.0 "80.0 100 ( 5)

Total 19.7 16,2 333 31.9 100 (376)

.}‘
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Looking at the'total school system and excluding New Brunswick High School,
a very few teachers felt that relationships between students of different groups were
tense. The positiveness of intergroup relations was strongly associated with schou!

" levels. In the Elementary schools 69.9 percent of the faculty believed that many stu-
dent i;xtergroup rglationships existed. The percentage of teachers reporting this kind
of belief lessened as :school levels increased. This was evidenced by a report of
57.1 percent at New Street, 23. 1 percent at Roosgvelt, 11.5 percént at Redshaw,

M @,
and a low 5.2 percent at the high school. .
Sut\prisingly, no teachérs at the Gibbons School reported the;exist;ence of many o
3ntergrou'p relati‘onships. This was, nevertheless, consistent-with the reports from all
intermediate and secondary schoo\ls which indicated that interracial relationship:s, for

the most part, were few or formal. Intergroup relations at the high school appeared

to be most negative--iit was here that nearly 50 percent of the faqulty viewed them as

2
1

being tense.

The Seriousness of Race Kelations Problems

All teachers in the district were asked to rate the schools' race relations in terms
of racial problems which ?xisted in their particular schools. These ratings are con~-
»~ tained in Table 5.12.

Most teachers, except those in the-high school, felt that there were no prob-
lems with race re!atior:s or that the problems were minor, There was a very strong
ter;dency for the percent of teachers who felt there were sérious race relations prob~

[y

lems in the schools to increase-as grade levels became higher. At New Brunswick

an

‘ -

Q \ ‘ . - 216 . ‘ .
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High Schrol, 94 percent of the teachers suggested that there were some or many

io

serious problems between the different racial groups.

Table 5.12

Teacher Reports on the Seriousness of
Race Relations Problems )
(percent in each problem category)

b

] Seriousness of Problems p . o
School No - Minor Some seri- Many seri=. - Total :
ot Prob- Prob- ous prob- ous prob- "

) lems lems ~ lems lems

-

Elem. School 40.3 43.2

12.9 3.6 100 (139)

New Street 42.9 28.6 28.6 0.0 100 ( 7)
Roosevelt 15.0 57.5 25.0 2.5 100 -( 40)
Redshaw 1.8 56. 27.5 3.9 100 ( 51)
'NBHS 1.5 4\25 32.6 61.4 100 (132)
Gibbons 25.0 75 0.0 0.0 100 ( 8)
Family L. C.  100.0 0.0 0.0 0.0 - 100 ( 5)
Total 20.9 33.0 22.8 23.3 100 (382)

Student Perceptions of Race Relations Problems
(\\

Students in the upper-grade schools were asked the question, "On thé whole,

how ‘would you say things are working out between different racial and ethnic groups:
’ ’L v .

at your school?" Their choicesof answers were the same as those which-teachers gave

in answering the "problems in race relations" question. Table 5.13 summarizes the

student responses and provides an indication of the-quality. (from studept perceptions)

of human relations which existed in the schools. - o
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{
Student perceptions of problems in race telations at the intermediate and sec-

_ondary s-hool levels were much different from those of teachers. In none of the

»

schools wds the pércentage of students who felt that race relations problems were

N <

serious as high o}s that of’(ez:}hers who shared this feeling. Sfudent§ in all of the”

upper-grade schools had a greater tendency to view race relations in the schools as

* causing o problems.at all, or only minor ones.

\ s . Table5.13 - .

Student Reports on the. Seriousness of -
Race Relations Problems
(percent in each problem gategory)

. o Seriousness of Problems
School  Ratial = No pmb— Minor  Some  Many _ Total
Group lems v prob- serious  serious. )
~lems problems  prbblers
Roosevelt White -~ 60.0° - 40.0 " 0.0 0.0 100 ( 10)
. Minority ©. 69.2  30.8 0.0, 0.0 100 (52
Redshaw  White 2137 ° 60.0 §.3 10,0 100 ( 12
© s Minority © 25,6 535 6.2 4.7 100 ( 43)
" Gibbons,  White 70 857 7.1 0.0 100 ( 14)
Minority 8.8 .8l.5 9.6 0.0 100 ( 26)
NBHS White 4.2 .6 29.4 11.8 100 (238)
Black . " 5.5  51.6 ' 31.3 1.7 100 (128)
Hispanic 1.1 40.7 29.6 18.5 --100 ( 54)

Students of dnfferent racual groups had similar percephons of fhe extent to which

race relations existed in the schools. In the Roosevelt, Redshaw, and Gibbons schools

©
o
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soughly 90”«percent of the students in-euch racial group indicated that things were

working ou! between the different races arx!' ethnic groups with no more than some

LIRS

" minor problems.” At the high school, slightly niore than 50 percent of the students

R

made the same indication. Not.to be overlooked ¢ however, was the significant num-
ber of h|gh school students who suggested that race relations problems were serious.
Forfy-three percent of the-black students, 41 2 pprcent of the wh|te students, and

48.1 percent of the Hispanic students fell into: this category.

e

Sommory and Discussion of the Findings_

In integrated schools, the quality of race relations, or the lack of it, some~ ~

how impacts upon nearly every facet of the school experience. It therefore becomes \
important to think of relationships existing hetween different racial groups in terms

of their contributing or inhibiting influence on the educational program and its en-

[
£

. < ‘ e !
vironment, . o .

) y . Ty » . ' 3 } ) . * ©
Teacher-student relohons in New Brunswick schools, from the facylties' points

e *

of view, were moderotely good While most teachers felt thot facuity members got

t

. minority groups. This was particularly noticeable at the high school where the differ-

ence in teacher beliefs was most significant.

along reosonobly well wn}' all students, they showed a shghf tenaency of believing

?

“ that their reloﬁonship with white students was better than it was with&tudents in the

~

*
.
.
: . N
) ;

A high percentoge of teachers generally believed that racial pre|ud|ce was in-

creasing in all of the schools and within all rocml groups. gThese teochers gave the

-t
.

\ . -

s d , LN -

.
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impression that, even though the increase was high, it was more prevalent among

) - . .
minority-group yoUngs;ers. When schools were viewed collectively, the highpercent
of negative reports from the high school‘distorted the g';neral picture reprelsen"ing
the \school district. . The majority of teachers in lower-grade schools felt that ra-
cial prejudice was either lessening or remaining constant, It was at New Brunswick
High School where the attitudes of teachers tended to be‘less than positive since |
three~fourths of the faculty reporte;! that both minority and maiority-éroup students
weré becoming increasingly prejudiced. ‘

Teacher characterizations of relationships of students of different racial groups
fol|<'>wed the pattern which raculty member; had previously set, The positive per-
ceptionsof teachersabout i mtergroup relahonshpa f siuaents wassfrongly associated
with school levels, Si'udenfs in the elementa'y schools were reported to have many
intergroup relationships. These kinds of relationships diminished, however, as school
‘levels rose. At New Brunswick High School, relations between students of different
racial groups were ,‘ for the most part, viewed as being tense and formal, .

In all of the schools except New Brunswick High School, a large majority of

-~

Jfaculty members perceived that race relations problems were either non-existent or

* minor, Again, it was at the high school where most of the neéativisrn rested, Here -
almost two~thirds of the faculty reporter that fher¢ were many serious problems with
respect to race relations, ‘ . \ ‘ :
Student perceptions of race'rblatfops were much differe - om those of teachers.

7

Inno schools did they report race relations as negatively as did the faculty members.

£ N
) “
.
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In o.. schools, except Néw Brunswick High School, approximately 90 percent of
the students felt that there were either no race relations problems or that they were
of little consequence. Even at the high school, this feeling was shared by more than

one-half of young people in all racial groups. Yet, there was a |c;rge percentage of

“

-

e

students in the high school who thought that serious racial problems existed. Never=._ -
R . ’ ! . . -
theless, this percentage was not comparable to that of high sch‘ogl teachers who shared
1

this thought.

Recommendations

Any recommendations for improving race relations in the schools would prob-
-ably be similar.to suggestions which have been previously made in other sections of
this study. This is understandable, since race relations is such an instrumental force

in racially-integrated schools and touches upon so many aspects of their programs and

7t

activities. There are two recommendations related to race relations that need to be

made, even if they were prevjously offered. .

L4

1. DESIGN STRATEGIES TO IMPROVE RELATIONS BETWEEN

. STUDENTS AND TEACHERS. GIVE PARTICULAR ATTEN-
- TION TO THE SECONDARY SCHOOLS.
Student-teacher relations in all of the schools leaves much’
to be desired, but in the secondary schools the situ=
ation is relatively poor. A large number of teachers have
indicated that their relationship with students, of dll racial
groups, cannot be rated very highly. This seemed to suggest
a need for examining the teacher-student interaction pat-
terns as a means of locating the causes of poor relationships.
When these causes are identified, they might be used to pro-
vide direction for improving the interactional behavior

221
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between faculty members and students.

N

School pragrams and activities which are now in existence
do not seem organized ta bring students and teachers to-

_ Jether, except by formal arrangements. Considering the '

limited number af activities ir the schools and the law rate
of student participation, particularly of minority~graup stu-
dents,. it is no wonder that an appearrace of estrangement
between faculty-members and students prevails. 1t is more
than likely that the minimal opportunities provided far stu-
deats and teachers to meet in pasitive and non-classraom
settings has done much to create and widen the gulf of
understanding which seems to separate the school aduits from ;
their young charges.

DEVELOP PROGRAMS AND ACTIVITIES 'VHICH ARE TAR-

"GETED TO DEAL SPECIFICALLY WITH THE REDUCTION

OF RACIAL PREJUDICE.,” PARTICULAR ATTENTION SHOULD
BE GIVEN TO THE SECONDARY SCHOOLS.

The increasing racial prejudice perceived by teachers shauld
serve as a signal of what is naw present or on its way and
stimulate plans and cctivities which may be used to stem
and tuini Lack the attitudingi tide of grawing student racism.
There is no universal strategy nar easy approach far reducing

racial prejudice--even thaugh the literature, research, and . -

"experts" provide meny suggestions. In the final analysxs,
New Brunswick will have ta make its own hard decisions and
find its own peculiar appraach to deal with the problem.

The division of students alang racial lines in programs and
activities has certainly not helped to improve race relatians.
Surely, the way student leadership and status roles have

" beeén distributed has not madé; matters better, The dispropor-

tionate number of minarity-groun students who have been
seriously disciplined in schools with racially-imbalanced
faculties has undoubtedly had its negative cffects.

If New Brunswick schools are closely examined, a iong list

of reasons far growing racial prejudice among students can

be faund. |f those causes are to be reduced or minimized, it
may require a majar restructuring of school programs and ac-
tivities and the development of a learning environment where
students participate and are treated equally in the educational

process. " , :

_¥
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‘ CHAPTER VI \ -

) RACIAL ATTITUDES AND INTERRACiAL BEHAVIORS OF
y s N HIGH SCHOOL STUDENTS 4

In the preceding Chepter, where the focus was on.human relations, some atten-

tion was giv;n fo racial aftitudes of students and intergroup intéractions. including
.the:a two subjects in the discussions of human relations:\,&as indeed appropriate, Fow-
ever, since fhey are e.ssentialgly what human relations is all about. The treatment of
them, though, was somewhat limited and spoke for the most part to the total educa-
tional system ;>r several schools in the district. This Chapter, which is actually a
continuati . 1 of the pseceding one, broadens the aiscussi;n of human relations but
speaks specifically to the question of how students of different racia!"“gfbups feel about

-

and interact with each other in New Brunswick High School.

It was important to study, with m;>re depth, the racial ottitudes and interracial
behaviors of young people in ¢!l schools of the system, but the condil;ions allowing for
this were not very conducive. Resources allowed only for the selection of one school.
The high school, with its broader range of activities and its more racially-repregenta-.

tive student population, seemed to be the best choice for concentrating on patterns

of‘intérgroup attitudes and interactions. Intergroup, in this case, referred to black

and white students since there were few students in other racial categories, and it

would have been difficult for them to be comparatively studied. Hispanic students,

198 . - -
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the larggff "c;fher" ethnic group, were not represented significantly enough in the
higl'ln;'scimol'f general enrollment, nor in that of i:ts grades, to have their attitudes and
behaviors s.hjected to comparison through grade-level or categorical analysis. In ;ther
parts of the s.‘udy; fhi; did not present any problems since all rc;gial groups were usually

examined in terms of their aggregate numbers.

Some General Concepts and Background

-

Most social scientists usually agree that attitudes are acquired through experi-
ences and are the result of many causal factors within those experiential exnasures.

They also tend to agree that ethnic and racial attitudes develop over a period of time

4

“and have overlupping stages. In discussing this process, Harding! noted that the first

stage of ethnic awareness starts at the age of three or four and is followed b):a stage

of ethnic orientaticn which occurs between the ages of four and eight. During the
grammar-school years, he reported, adult-like ethnic attitudes begin to emerge.

Clark and Clark conducted many of the pioneer studies about children's racial

-

awareness and self-identification. Their well-‘known "doll-preference" study2 sug-

LA ]

gested that @ majority of black children are conscious of race as early as three years

J. Harding', etal., "Prej’i:tdice and Ethnic Relations" in G Lindzey and
E. Aronson (eds.), The Handbook of Social Psvchology \.\eadlng, Massachusetts:
Addison-Wesley, 1969), p. 5.,

/‘, .‘. ~

2 K.B. Clark and M.P. Clark, "Racml |dent|f|cahon and Prefereace in Negro
Children," in T.M. Newcomb and E.L. Hartley (eds.), Readings in Social Psychology
(New York: Holt, Rinehart & Winston, 1947).

’
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of age. After studying three to five year-ald black and white pupils in a nursery
school, Porter3 affered a similar suggestian. Goodman abserved racial owareness

among four-year old black and white children and described the process by which

- i,

1 . . - . :
they acquired racial attitudes as being more than simple transference. He pointed out
that:

.o .|t is perhaps less a matter pf transmissian than of regenerahon.
This is to say that there begins early and proceeds gradually, in
each individual, a process much more complex than the sheer
learning of someone else's attitudes. It is rather that each indi-
vidual generates his own attitudes out of personal social, and
cultural materials which happen to be his.4

Not only do children seem.to become conscious of racial identity at early ages, but

soon after, appear to develop orientation of race values which Gordan Allport termed

e
R S R
s v

as, "in-graup orientation."d If the in-group is warmly accepted by an individual, it

is called his reference grolp. The reference~group concept was introduced by Sherif
and Sheriféin the early 1950's and has now become a commonly accepted notion.
There is a tendency for individuals to hold in high lesteem their own.in-group or ref-
erence group. |t is this self-preference characteristic of individuals that provides a

.

soil fertile for the seeds of prejudice. This does not mean, however, that self-pref-

erence is synonymous with hostility or prejudicial attitude. This was made clear

i

' T
3. J. Porter, Black Child, White Child: The Development of Racial Attitudes ,
(Cambridge: Harvard University Press, 1971). .

4. M.E. GOOd;rlan, Race Aware.ness in Young Children (New York: Collier,
1964), p. 246.

5. G.W. Allport, The Nature of Prejudice (Reading, Massachusetts: Addison-

Wesley, 1954), p. 28. w

6. M. Sherif and C. Sherif, Groups in Harmon)' ond Tension (New York:
Harper & Row, 1953
" - 225




20

in the following statement by Allport:

Because of their basic importance to our own survival and 3
self~asteam, we tend to develop a partisanship and ethnocentrism
with respect to our own in-groups....The familiar is preferred.
What is alien is regarded as somehow inferior, less "good," but
.there is not necessarily hostility against it.

Studies of interracial contact among young people cqriﬁnue to support the sub- "
jects’ preferen‘lce for their own kind, a preference that seems to increase with age ard
grade. It has been asserted that at grade five or the age of puberty, an "ethnocenfr_i(c
pealf" or "totalized rejection" of others is reached b\y most xoung;»ters.s

Smith? focused upon student ethnocentrism in a sfudy:of prejudice among eighth,
“tenth, and fwelfth graders in three eastérn communities. His findiWearly iqd\i:
cated that both black and white students tend to choose friendsamong theirown racial
and religious group. Nof'bnly was there a preponderance of one-race friendships,
but also a much higher percentage of white than black students who had unfavorable

110

beliefs about their school mates who were of another racial group. Banks''™ research,

although it did not consider public school students, provided some evidence to suggest

that black youngsters are now expressing anti~white sentiments which are becoming

$ T Allport;op. cit., p. 41,

-y

6. lbid., p. 294,

9. M.B, Smith, "The Schools and Prejudice Findings," in G. Lindzey and
E. Aronson (eds.) The Handbook of Social Psychology (Readmg, Massachusetts: Addison-
Wesley, 1969), p. 121,

-

10. W.M. Banks, "The Changing Attitudes of Black Students, " Personnel and
Guidance Journal, 48 (1970), p. 739,
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proportionate to the anti-black beliefs held by white youths. This was partly attrib-

uted to the race-consciousness movement of thé past decade.

Inter, acial interaction between students in ihtegrated schools has more recently
been the subject of a number of stud®es of interethnic behavior. The theoretical
frame-work for many of then'.l has been derived from o theory of intergroup contact -

constructed by the often-quoted Gordon Allport in his extensive treatment of the

participants should have an equal sharing of status, pursue common goals, and have

—
institutional supports in a non-competitive ctmosphere. Thomas Pettigrew, |1 one of
the more renowned supporters of the social contact th-ecr:y , has often suggestedl that
social contact between members of different racial groups does indeed effect positive.
racial attitudes. He has insisted, hé:we.ver, that the interracial contacts takg place

nature of prejudice. He postulcted that if intergroup contacts were to be positive, the
under the conditions presented by Allport., ]l

Stember!2 studied the effects of interracial contact-on prejudice in education

" and made findings which supported Allport's assertion that there is a positive relation- -
ship between intergroup contact and the reduction of prejudice. He’'concluded that

.
intergroup contact not only has strong positive effects on overall relationships but also

reduces the prevalence of stereotypic beliefs. _After completing a similar study, Lachat

H

=

11. Thomas Pettigrew, et al., "Bﬁsing: A Review of the Evidence," The Public
Interest, 30.(1973). p. 88. . .

12. C.H. Stember, Education and Attitude Change: The Effect of Schooling on
Prejudice Against Minority Groups (New York: Institute of Human Relations, 1961).

.
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) s
was led to comment that; "Where no contact with status equals has occurred, educa-

tion is so much less effecnve as:to suggest ‘hat formal schooling alone may be of

\ -
)“I

limited use in changing c:n'l'ifudes.."]3 -

2
£

Many studies of interracial contact in schools resuited with conclusions that such

- contact does, in fact, lead 16 the fostering of positive race relations. However, there

\

have been instances reported in which there were negative racial attitudes growing out

¥

of contact experiences in racially-integrated situations. A study by Webster, of
. . 5 '

S

interracial contact in a newly. desegregated juniar high school, did not clearly sub-
stantiate the contact=positive attitude relationship. After a six-month period, he
concluded that: -

Contact had a negative effect upon the white subiects;; they
became significantly less accepting of blacks. The findings were
inconclusive in the case of black subjects, but did tend to indi-
cate that change was in the direction of more acceptance of
whites. 14

With no intent*to denigrate Webster's work, it might be said that the time period of

his research was much too short to fully record the complete process of attitude change.

What his study did do, however, was suggest that intergroup contact does not auto-

—~ 6 -
; . G

. matically provide desirable racial beliefs about others of different racial groups. It

further suggested that the nature of the contact (positive or negative) will influence

S~

13. M.A, Lachat, "A Descnphen and Comparison of the Atmlude of White High
School Seniors Toward Black Americans in Three Suburban High Schools" (unpubhshed
doctoral dissertation, Teachers College, Columbia University, 1972),

14, S.W. Webster, "The Influence of Interracial Contact on Social Acceptance
in a Newly Integrated School," Journal of Educational Psychology, 52 (1961) p. 292.

-
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~

tbr quality af the afflifudir_xal‘aufcames.r\

Other studies df racial interactianin schaals have directed attentian to the .
a o . ) ’ oo
canditians which faster pasitive intergraup attifudes and behaviors. One sfudy vy
? ) . I

McDowell}3 facused upon fhe relatianship between schoal climate and Faceirelaﬁom.

(¥

He pointed aut that the schaal enviranment and the quahfy af mferracml relgtian-

—_

i shlps were af greater impartance than racial ratias in reducmg unfavarable intergrotp —

v

atfitudes. Kraft 18 felt that mare than a desirable schaal climate was necessary ta pra-

Y

duce positive racial attitudes amang students. He was af the apinian that teachers must
play a mare deliberate and active rale in pramating interracial interactians and chang-

mg racml attitudes. Useem's 17 study gave credence ta the qUahflcahon fhaf simple -

e pirm—

' race—mlxmg is nat sufficient ta change unfavarable racial afhfudes. in finding that
confc;cfs between studénts with unequal status did Iiffle to change their attitudes taw'ard
a busing pragram, she cancluded that f:i'ne negative effects of status factors are stranger
than the positive effects af craés’;-;a;ial association.

To summarize, it might be scnd that mast sfudenfs do acquire racial attitudes”

through a pracess which begins at ?p,early age. Yaung peaple's beliefs abaut themselves
I

4 15. S McDawell, Prejudice and Other Interracial Attitudes of Negra Yauth
(ERIC Dacument Repraduchan Service, Na. ED 019 3%90.) August 1967,

16. R. Kraﬂ', Affective Climate and Integration: A Repart Presented to the

. ERIC Clearing Hause an_the Disadvantaged (ERIC Dacument Repraduction Service,
Na, ED 035703.) Octaber, 1969. o

17. E. Useem,’Carrelates af Racial Attitudes Among White High School Students"

(a paper presented at the American Educatianal Research Associatian Annual Meeting,
April, 1972, Chicaga, HHlinais). :
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‘and those who are racia‘lly different result from' experiences of intergroup interaction

or, as ¢ matter of fact, from the absence of intergroup contacts. There is a tendency

.-

for people, of all races, to hold their reference group in high esteem and select their

~friends from within it, This does not nacessarily mean that ethnocentricity is.a racist

. characteristic, it is simply to suggest that in-group preference might be a normal and

certainly non-negative phenomenon. Positive racial attitudes about others do, how-

<

ever, seem to have stronger possibilities when students of different racial groups
interact with each other in an educational climate where there is encouragement,

and support for desirable interracial behaviors and beliefs.

Racial Attitudes

O

It would be a most arduous, if not impossible, task to design an instrument which

vi

had the copability to elicit sets of responses from,individuals which would account for i

their complete feelings about others to' whom they will be reacting. Attitudes are made

up 9#) several dimensions or properties in a manner similar to that of the objects, situa-
Sy ‘ !

|
_ tions, or propositions which cause them to develop. In studying the attitud’és of

~

. ’ -
secondary school students, the near impossibility of uncovering and determining the ~
. . t

direction and intensity of every facet of racial beliefs that black and white youngsters "
. . o
held about themseives and each other was understood. There was an uriderstanding, -

\ howeve:  at responses to a few stereotypic items would be representative enoygh to \ ‘

-

help explain some of the thinking, race-related emotions, and overt behavior of the IR ;

';‘s f N oo b B,

young people frdm different ethnic backgrounds who find themselves coming tog;ather
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in the setting of New Brunswick High Schp"ol.‘

The racial attitudes of sampled students were determined by the use of three

"questions t(@(en from a racial stereotype index designea by Matthews and Prothro 18

which measures the degree to which respondentslhold the opinion that certain char- '
acteristics are racially determined. The question§ dealt with three steréotypes:

intellectual fur;cti\ani}xgv (\n;ho is smarter), behavior (whg beham, and aspira~
t.ion (whc;,‘wants to get ahead more:). Each question was slightly reworded 1o, make it

more suitable for the school environment. For instance, the word "white" was

changed to "white students" and the word "negro" was changed to "minority-grbup

students. " *
The subjects checked one of three responses which indicated a belief favorable
- . -
or unfavorabl ard black and white students or one which indicated no racial dif-

ferences. The sum of a respondent's item score was his index score which could be
>
4 1t

pro-white (+1}, pro-black (~1), or both races are the same (0). The zero score sug-

gested that the respondent was neutral and possesad no particular racial leaning.

» .
-y

Stereotypical Intellectual Attitudes’ ' toe ”

To determine the extent to which young people held stereotypical attitudes about

a

the intellectual functioning of students in different racial groups, the following question
was posed: - ‘ ‘ §

On the whole, do you think that:

1. ‘White students are smarter than minority-group
students? N

)

18, D.R.' Matthews and J.W. Prothro, Negroes and the New Southern Politics
(New York: Harcourt, Brace and World, 1966}, -

'4231 ‘ﬁ-”

-
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2. Minoriry-group students are smarter than white
students? >

3. . They are all about the same?
New Bruswick High School students were decidedly neutral in their racial be-

ltefs related to intellectual capacity, with about 76-percent of them responding '

that all studehts were about the same in this respect. Nevertheless, about 19

p-ercent had pro-white stereotypes cnd five percent had pro-minorities beliefs.

Table 6.1

Intelléctual Stereotypes of Black
and White Students
(percent of responses in each catégory)

——

Who is smarter?

Racial \hites Al the  Blacks Total
Group are _same are
White 33 66 1 100 (v=240)
Black 10 82 8 100 (n=134)

: Total 93 269 12 100 (N=374) ,

1

Black students responded to the “item ir.: a manner which suggested that the extent of
stereotypihg differed along ragial lines. The results are found in Table 61 Of the

240 white students responding to the item, 33 percent (n=79) believed that "whites are

_ smarter" or had‘pro-white stereotypes; about two-thirds of the group believed that the

’

! . '
different racial groups were "abopt the ¥me" or had neutral.racial attitudes; and
approximately one percent expressed the view that "minority-group students are .
“smarter." In contrast, black respondents seemed more neutral in their responses with

S me e

L

'




\
v

¥

about 82 percent of the students indicating_‘tha; “all are gbout the same" and only

'

eight percent expressing Pr/d-black sentiments. This was in sharp contrast with the
33 percent of 'white_students who expressed pro-white sentiments. A :imilar relation-

ship was seen i the percent of black students who expressed the stereotype that "whites

e
«

. are.smarter."- This proportion was«about ten percent compared to one percent of whites

. . "p
who expressed this view about'block students. The relationship appeared to be a strong

one, considering the substantial percentage difference.

Grade level influences.” The grade level analysis differed somewhat from the

Gnalysis by socio-economic status, in terms of deviations from the racicl groupings.
This grade level variation was.éenerally not large and showe;l no specific pattern that
pe‘rmitted‘ one to say-that age increases or decreases the probability of stereotyping.
More specifically, ninth and tenth graders of both racial groups expressed stereotypes
simi!ar to the entire group, but the eleventh and twelfth graders differed ‘from this
pattem to some degree. Although white eleventh graders showed small deviations,
the black students tended to be more neutral in their attitudes than their white peers--
showing a decrease in both pro-white and pro-blgck attitudes, ‘The twelfth graders
showed a more extreme patterin: whites were clea;ly more pro-white and less neutral

in their attitudinal expressions. The black attitudinal resnonses paralleled this trend

in that a much greater proportion of them were pro-white and sharply less neutral.

| ‘These results are shown in Table 6.2. ,

A’\ﬁ Socio-economic_status (SES) influences. The intellectial stereotyping rela-

tionship tended to persist and extended across socio-economic groups. When the
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SES variable was introduced as a controlling factor, each group, regardless ¢ f race,
nearly approximated the proportions reflected in the racial groups; thus, wealth
appeared f.o have little impact on intellectual stereotyping. However, only the
middle SES group was large enough fo produce a substantial difference. For these 1e=
sults, see Table 6.3.

Influences by sex. Sex analy. f the intellectual stereotype variable re-

vealed a difference in its manifestation in black and white racial groups. There were
no differences betwaen responses given by black males und fer.nales. White males,
however, tended to be substantially more pro~white (18 percent) and less neutral

(18 percent) than the group as a wFole. It appeared that the strong pro-white orien-
tations of white students were in reality due to the expression of racial stereotypes by

the males, as oppos;ed to females or to both groups. This.is shown in Table 6.4.

Stereotypical Behavior Attitudes

The second racial stereotype which was examined concerned itself with be=
liefs about manners or social behavior. The question used to elicit responses was:

In general, do you think that:
1. White students behave hetter than minority-group students?

2, Minority-group students behave better than white students?

3. They all behave about the same?




~_[ Table 6.2

Intellectual Stereotypes of Black and White
Students by Grade Levels . -
(percent of responses in each category)

Students Responding

Grade Racial Whites are Minorities Total
Level Group  smarter same are smarter
Black 13 83 4 100 (N=46)
9th
. White 35 61 4 100 (N=22)
Black 5 82 13 100 (N=39)
-10th ‘ '
White 26 73 ] 100 (N=85)
Black 7 89 4 100 (N=28)
11th
White 31 70 0 100 (N=61)
Black 19 71 10 100 (N=21)
12th |
White 42 58 0 100 (N=71)
Table 6.3 .
Intellectual Stereotypes of Black and White Studerits
by Socio-Economic Status (SES) -
(percent of responses in each category)
- Students Responding
Racial ~ Whites are All the  Minorities Total
SES Group smarter same are smarter
Black 10 80 10 100 (N= 30)
Low
White 33 67 0 100 (N= 9)
Black 10 82 8 100 (N= 91)
Middle :

White 35 - 64 LI 100 (N=150)




Table 6.3 (continued)

Students Res;::c nding

Racial Whites are All the  Minorities Total
SES Group  smarter

same are sma-ter

" Black 18 85 0 100 (N= 11)
High )
White 28 70 1 100 (N= 81)
Table 6.4

Intellectual Stereotypes of Black and White

(percent of responses in each category)

Students by Sex

Who is smarter?

Racial Whites  All the Blacks Tutal
Sex Group are same are :
White 51 48 1 100 (n=111)
Male ‘ ‘
© Black 10 - 79 i 100 (n= 62)
White 17 82 1 100 (n=129)
Female ) : : .
Black 11 * 85 4 100 (n= 72) -
Total 93’ 268 12 100 (N=374)

Responses to the item were, iq large part, similar to the stereotypes éxpressed
about intellectual functioning. The distribution was a skewed one in the direction of
pro-white beliefs. Although 66 percent of the rzsponses were neutral, 30 percent were
pro-white and only five percent said that minorities behave better. In general, blach

students were more neutral than whites in their expressions. Although white students

236
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were neutral for the most part (58 percent), a large percentage (40 percent) expressed

Rl
pro-white sentiments. This was in contrasr to black students who, to a lesser/degree
) /.

(11 percent), were either pro-white or pro-bluck (10 percent) in their attitudinal re-

sponses. More specifically, nearly 60 percent of the white students shared the

belief that "all students belfave about the same," while 40 percent expressed the view

that "whites behave befter." Only four of 239 white individuals (2 perceny) had pro-
" black beliefs. In contrast, about 80 percent of the 132 black students had neutral

attitudes about behavior. The remaining 20 percent represented opposite extremes of

the index with approximately 10 percent express;ing pro-white beliefs and the other

ten percent expressing pro-black beliefs. This relationship, shown in Table 6.5,

revealed substantial percentage differences.

Table 6.5

Behavior Stereotypes of Black
¢ and White Students
(percent of responses in each category)

Students' Perceptions

Racial Whites All the Minorities Total
Group behave same behave better
o befter
White 40 - 58 2 100 (n =239)
Black 11 80 10 100 (n =132)
;, Total 110 244 17 100 (N=371) 3

Grade level influences. The behavior stereofype item, when subjected to

grade level analysis, retained its black-white stereotype pattern, in general, most

students, regardless of race, were neutral in their expression. Again, whites were

-
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less neutral than their‘block caunterparts, wha cansistently shawed about 80 percent
of the group‘expressiﬁg neutral stereatypes. W;ites appeared to reflect the 41 percent
level of the graup, as a whole, in the "whites behave better" categary. Mare spe-
cifically, ninll'h grade whife students more nearly reflected their racial caunterparts.
Although the differences were nat large, ather grades shawed deviatians from the graup
asa whole. Most ﬁaticeably, tenth and twelfth grade whites were more pra-white
and less neutral in their respanses. Praportianately, eleventh grade white students

for the mast part, reflected the ;iews of whites of all ages. Iriquzaa?i'ast, black elev-~
enth graders were more pra-white and less neutral than their blz:;ck caunterparts as a
whole. Boﬂ; groups, black and white, were cansisterle thmughéut in their belief
abaut pro-black behavior. The respanses tended nat to vary from the graup by mare

than five percent thraughaut. Table 6.6 shaws the results af this analysis.

Socia-econamic status (SES) influences. V\(hen socia~ecanamic status was can=

tralled, the behavior stereatype item yielded several interesting results: Specifically,
the data suggested that black and white students may differ fram each other within
SES levels; it was the middle SES graup, mare than *he law ar high SES whites, wha
tended to project stereotypic attitudes. While the numbers were small (N=8), it
appeared that low SES students may be the least willing ta praject racial stereotypes.
Table 6.7 shows the results.

The SES picture for black students was at variance with that produced by their
wh;_te schaalmates. In this graup, the middle and law SES i~dividuals were similar ta

each ather, and thus they daminated in numbers, accaunting far the pattern af the graup

as a whole. Students af the high SES group appeared even mare likely to have neutral

i >
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and less pro-white attitudes. These results are also shawn in Table 6.7.

Table 6.6

Behaviar Stereatypes of Black and White
tudents by Grade Level
(percent af respanses in each categary)

Students Responding

Grade Racial  Whites All the  Blacks Total
Level GTOUP are smarter same are smaster
9th Black " 81 9 100 (N=47)
White - 39 61 0 100 (N=23)
10th Black 5 83 13 100 (N=40)
White 33 64 2 100 (N=89)
11th Black 19 69 12 100 (N=26)
White 43 55 » 2 100 (N=60)
12th Black 1" 84 5 100 (N=19)
T White 46 52 1 100 (N=69)
Table 6.7

Behavior Stereatypes of Black and White Students
by Socia~Ecanamic Status (SES)
(percent of respanses in each categary)

' Students Respanding
SES  Raciol  Whites be- All the Minarities Total

Group  lave better same behave better
Low Black 1A 75 14 100 (N= 28)
White 25 75 0 100 (N= 8)
Middle Black 12 79 9 100 (N= 92)
White 46 52 2 100 (N=149)
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Table 6.7 (continued)

- Students Responding
SES  “acial  Whites be- All the Minorities "~ Total

Group  have better same behave better ]
~ High "Black 0 ) 10 100 (n= 10)
White 32 67 1 100 (N= 82)

v o

Influences by sex. As was true for the intellectual stereotype data, the strong

pro-white belief was due primarily to the male influences among whites. This group
" was jybstantially more pro-white (50 percent) than their female counterparts and black
students as a who!:a. There were no observable differences between the expression of
black males and females in their stereotype behavior beliefs, These influences by sex

are shown in Table 6.8.

Table 6.8

Behavior Stereotypes of Black and White
Students by Sex
(percent of responses in each category) -

Who behaves better?

Sex Racial Whites  All the Blacks Total
Group
same ,

Black 13 77 10 100 (n = 62)
Male

White 50 46 4 100 (n.=112)
Total 64 100 10 © 100 (N=174)

Black 9 82 10 100 (n = 70)
Female

White 32 69 0 100 (n =127)
Total 46 144 7 100 (N=197)




Aspiration Stereotypes

The third racial stereotype item presenr- to students attempted to elicit per-
ceptions of their aspirations and to determine to what extent students viewed this
characteristic as being racially determined. The item read as follows: ¥
On the whole, do you think that:
1. White students try to get ahead more than minority=-
group students?

2.~ Minority group students try to get ahead more than. .
white students?

3. They are all the sgme?
Students, o:.Js a whole, were less neutral in their attitudes toward the aspiration
stereotype. Only 49 percent felt that the stereotype was not raciclly determined.
Instead, the stereotyping had sfro?g pro-white orientations, with 43 percent believing

that whites tried to get ahead more than minorities. Conversely, only nine percent of

e

the student population had pro-black aspirational feelings.

When comparing responses of students to the aspiration item with responses to

-

the intellectual functioning and behavior items, a clearly distinguishable pattern was
revealed (Table 6.9). In general, black students tended to project similar views about

. aspirations, while they tended to be different in their views of intellectual functioning

and behavior. Whereas white student percentages closely paralleled those from the
other two response charts; namely, being mostly neutral but alse egocentric, with

50 p.ercenf of them expressing neutral values and 45 percent expressing pro-white
attitudes. Black students differed sharply in fheir};gsponses. While substantially more

than half of the black students were neutral on the other two items, less than one-half

s

-7 % | L. A
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" (46 percent, n=6d) of them tended to -agree that "all students are about the same" in
their aspiring to get ahead. Even more striking is that nearly 40 percent of + e black
students in New Brunswwk High School believed that "white students try to get ahead
more than minority-group ‘students, " compared to, only 16 percent who believed that

~ members of their own group pog;ss this aspiration more than whites.

o
<" Grade level influences. Analysis of the aspiration stereotype by grade level

revealed differences in racial beliefs with a strong pattern of relationship: at the
-twelfth grade level for both black and white students. White students in graaes nine,
ten,- and ‘eleven were similar in their belief that aspirations are non-racially . - -,
d.etennined. This was true for at least 60 percent of them at each of the grade

levels., On the other hand, from about 30 to 38 percent of the same grade level

group believed that white students "try to get ahead more than minority students:. "

Black students in the ninth cnd tenth érades_closely reflected the views expressed

-—
-

by the group as a whole; whereas, eleventh grade students tended to be more pro-

white, less neutral, and less pro~black-~a clear out-group orientation. Black and

.

white Melfl:h graders tended to be more ethnocentrically oriented in regard to
aspiration values. White students appeared t;a have a more strongfy in-group ori-
entation tl:nan black. students at the same grade level. While approximately 35
percent of black students shared the feeling that "minority-group students try to get

ahead more," 62 percent of the white students said that whites have higher aspirations.

.
2

Aspiration stereotypes are shown in Table 6, 10.

-

-~

;. 242 -
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Table 6.9

Aspiration Stereotypes of Black
and White Students to
"who tries to get ahead more"
(percent of responses in each category)

o Students' Perceptions
‘Racial  white All about  Minority. Total
Group  stydents the same Students
White 45 50 5 100 (n =237)
Black 39 46 16 100 (n=132)
Total 157 179" 33 100 (N=359)
Table 6,10

Aspiration Stereotypes of Black and White
Students by Grade Levels to
"who tries to get ahead more" -
(percent of responses in each category) .

Students Responding
Grade Racial ~ white All the Minority Total
Level Group Students  same Students
Black 35 50 15 7 100 (N=46)
9th ' LI )
White 30 61 9 100 (N=23)
. Black 42 46 12 100 (N=46)
10th
White 39 57 5 100 (N=85)
Black 56 36 8 100 (N=25)
11th g
: White 38 57 5 100 (N=60) .
- Black 20 45 35 100 (N=20)
12th *
White 62 33 4 100 (N=69)

|
|
i
|
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Socio-economic status (SES) influences. When the socio~economic variable

was intvduced as dn intervening variable, value orientations bq_can.ie. more sharply
delineatea. Among the black students; the:'strd_ﬁ'g out-grou# orie'ntation (that is,
pro-white preference) appeared to be reflected in the responses of middle SES (41
percent) dnd to an even larger degree in the high SES group (56 percent). Black
students from lew SES families tended to \be more neutral and less pro~white in their
orientotions. The number of low SES students, however, was relatively small; thus
the pariern may be tenuous at best. On the other hand, umong white students both

the middle and -highSES groups tended to reflect the total group scores for each

category. Low SES whites, however, tended to be more ethnocentric (that is, pro-

‘white) and less neutral in their orientations. In this respect, they tended to be

similar to the black students in the high SES categories..‘_- These results are shown in

Table 6.11. "
Table 6.11
Aspiration Stereotypes of Black and White
Students by Socio~Ecoriomic Status (SES)
to "who tries to get ahead more"
(percent of responses in each category)
—— m
) " Studenis Responding
Racial ~ White All the  Minority ’ Total
SES Group  Students same Students
Black 27 57 17 100 (N= 30)
v Low ) )
White 56 33 11 100 (N= 9)
Black 4] 43 17 100 (N= 91)
Middle .
White 41 33- £ 100 (N=147)

é

%




Table 6.11 (continued)

Students Re-sponding

< Racial Typike All the  Minority Total .
SES  Group  spudents same Students

Black 56 33 n 100 (N= 9)
High -
N White 51 47 3 100 (N= 81)

Influences by sex. The pro-white aspiration stereotype, as shown in Table

-

6.12, is expressed by both white males and black females. Analysis by sex re-
vealed that both whife males (7 percent) and black females (14 percent) tended io

believe that "whites try to get ahead more than minority students. "

Table 6.12

Aspiration Stereotypes of Black and White
Students by Sex to
"who tries to get ahead more"
" (percent of responses in each category)

re—
—

Students Responding .
v+ Racial "y All the  Black Total

Sex Group  stydents same Students )
Male  Black 23 55 22 100 (n = 64)
White 52 41 - 7 100 (n=112) .
Tetal 73 81 22 100 (N=176) y
?Female Black 5 37 0 - 100 (n = 68)
White 38 58 3 100 (n =125) T
Total 34 98 e 1N 100 (N=193)
. . = |
S ¢ P i
Summary and Discussicn of the Findings P

P}

Belief in stereotypes revealed a definite and consistent pattern. In general,
245 e
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both black studen;s and white students tended to be more racially neutral in their

beliefs. In.each' case a‘l;ar..ge percentage of white youngsters, however, expresied
\

pro-white stereotylpes and almost never expressed a belief i;x pro-black stergotypes.

In contrast to.this ethno;:ent:ic pattern, black students, except on a few’ occasions,
. were.by and large neutral in their racial ster‘eo}ype attitudes. On the other hand,
5 a‘tmino‘rity of these youngsters generally expressc;d pro-white beliefs. This was es-
pecially evident in the data referring to the "get ahead" stereotype. Conversely,
a few o.f them had strong pro-black stereotypic beliefs, and white students in most
cases tended not to express pro-black beliefs. Both groups of students were nearly

A

proportionately equal in their reaction to the aspiration stereotype=-~about half of

each group responded neutrally to the items.
t

The SES analysis generally revealed a Battern in which the dominant and large

middle SES group usually determined the pattern for the group as a whole., There were

some exceptions. Sfudents responding to the intellectual stereotype variable showed

no differences by SES. For the behavior_ gi;reot;';e » the large pro-white orientation
am;ng whité students can be accounted for largely by the middle SES group. This
pattern-did not hold for the black students. Only the high SES group was more
neutral and less pro-white than the grot;p as a whole. Both the ;rxiddle and high

SES group accounted for the large pro-wmwaence to the "get

chead"®ariable. White students » on the other hand, showed the most ethnocentrism,
. <

only among the low SES group.
When the grade of the respondent was controlled, there was not a consistent

pattern of atﬁtudingl distribution. Instead, the pcttorn tended to change for each

N \ .
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grade level. In response to the intellectual stereotype variable, eleventh graders
were the most neutral in their responses, while both black and white twe!ftk -‘1rader.‘s
were the nost pro-white, White tenth und twelfth graders were the most pro-white

in response to the behavior variable. Only the eleventh grade black youngsters

H

differ d\from . . in their group; they were more strongly pro-white than the stu-
dents in other grades. The "get ahead" variable produced even different deviant
groups\;\ Among b~ .. ‘eventh graders, there was a tendency to be more pro-white

than‘otl\hér‘me.... 2o of their group throughout the schoo!. Among twelfth grade’rs,

" both black and white students had strong in-group orientations.

R Ko

- . )

lnierracial Behaviors

+

In an environment such as that existing at New Brunswick High Schoal, the

means by which interracial associations can be made are limitiess and the variety of ..

o

circumstances under which interactional behaviors can occur, between different racial
groups, .. qually without bounds. Any attemgts to assess the full scope of ‘interracial
behaviors were confronied with the same ;ifﬁculﬁties and near impossibilities which .
were present whgn consideration was given to measuring racial attitudes. In determining

- the extent and quality of interaction between students of different racial groups at the

A}
£

high school, the same approach was followed which allowed for making determinations
» ) :
about the young people's racial beliefs. A few .argeted quesfions were asked regard-

[ ~"e

ing interracial behaviors, and thé responses were used to represent the general pattern

>
.

of the phenomena. <
The interaction between students of different racial backgrounds was conceptual-

ized along three dimensions, each representing a re|ative degree of interracial contact.
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The questions were designed to survey ‘the extent of in&?rmal communications that
occurred among studerits of various racial groups, the extent ?f cross-racial # sdy
practices, and the ext ent of cross-racial friendships that existed within the schonl's
social system.

Both of the informal communication and cross-raciai study practices items
al:tempted to measure, by self-reports, the relative frequency of interracial ~ontact
within the school. They required simple check marks on the line preceding the
response and allowed the respondent to record his or her perceived frequency of the
cuntact. . -

A third item was used to measure the degree of interracial friendships ér;ong the
students at school. The definition of "friend" was left to the imagination of the re-
spondent. The questio.n was a modified statement taken from the Coleman Study. 19-
As originally conceived, thc; item made no reference to the nature of the friendship;
t-ha? is, whether it ‘originated as a result of school affiliation or some other contact.

For the purposes of this study, the item in the questionnaire specified the friendship

asa "friendsh_ig at.school" in order to locate the interaction as a school-related

Vo °

event. No judgement was made as to the quality of the degree of interracial friend-
" ships. For instance, "less than half other-race friends" was not ronsidered .to be a
better interracial quality than "more than half other-race friends."”

Scoring procedures for the three behavior items (communications,”cross-racial

study, and friend."ips) involved simple frequency counts of the responses. Where

A

— kel

19. J.S: Coleman, etal., Equality of Educational Opportunity (Washlngton,
D.C.: United States Government Printing Office, 1966). £

218 -
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responses for some categories were sparse and "clumping" of data occurred in some
frequency cells, the fcl;lés were collapsed to provide a more meaningful interpre-
tation of the resultf.
A fourth item specificaliy req: *~ed the studen-ts ;’o write the race of their three
best friends. Analysis of the item ..ided a means for ‘dlescribing the patterns of
close friendships, by different racial groups, within the‘zl:scﬁoél'?s social sysh;m. i
The Friendsl';ips were coded and tabulated a.s: (1) all black friends, (2) all white
, , friends, (3) black and white friends, (4) all Hispanic friends, (5) ‘black and His-
.panic friends, (6) white and Hispanic friends, and (7) blaci(, white, and Hispanic’

friends.

¢

Cross-Racial Communication ’ Lo

Of the several interracial behavior items, the measure relating to frequencies

of interracial conversations probably best described the minimum iqferactions ;)ccurring
—_ betwee.s racial groups. It also provided a means of ga;Jging the racial atmosphere of
" the school. The question was stated as follows:
How frequently do you talk informally at school with students of

another race?
' 1. very often

2. often .
3. ‘seldom

4, not at all

Individuals from different races reported that cross-racial communicaiion tended

to occur at least "often" or "very often." More than fifty percent of the blaek-respond-
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ents claimed such behavior. Since most of the reported interaction was between
black are white students, one would seemingly have expected a small variation be-
tween the responses of black and white respondents to the item. That expectation did

occur and is renorted in Table 6,13,

Grade level influences. The grade level analysis of "talking" patterns differed
by grades and, was not consistent by racial groups. Black students for ins;tance, formed
a pat.’err; which guggested more informal contact with increases in grade levels, Only
the ninth and tenth grades approximated the psrcentage reported for the group as a
whole. As seen in Table 6.14, é;ade’s, eleven and twelve reflected percentages as

much as eighteen percentage points from the group as a whole.

Table 6.13

Cross=Racial Communication Fatterns of
Black and White Students
(percent of responses in each category)

. Frequency of Communication

Racial  Very Not at Total
Group Often Often Seldom All
Black 18 31 43 7 100 (n =137),
White 16 41 36 7 100 (n =245)

Tota! 64 143 148 27 100 (N=382)

v

Socio-economic status (SES) influences. The informal communication between

races, as reported by students , did tend to vary by socio-economic status of both
white and black respondents, For white students, middle and high SE3 groups tended

to reflect the percentage of the entire group; whereas, the low SES respondents, though

e :
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less reliable because of their small numbers, responded much more fa;/orably with
67 percent reporting communication to other-race sfudenfs_ "very often" or "viten,"
In contrast to this pattern, only the high SES black students reported very favoréble
responses. Among this group about 82 percent indicated they conversed informally
with students of other races "often" or "very often." These indications are reported

in Table 6.15,

Table 6. 14

Cross-Racial Communicttion Patterns of Black and White
Students by Grade Levels
(percent of responses in each category)

Students talk with other-race students:

Grade Racial  Very Not at Total
Level Group Often Often Seldom  All
Black . 13 29 50 8 100 (n = 48)
Pth ‘
White 21 29 38 13 100 (n= 24)
Total 11 21 33 7 100 (N= 72)
Black 25 20 48 8 100 (n = 40)
10th _ . ~
White 17 43 32 8 100 (n = 87)
Total 25 45 . 47 10 100 (N=127)
Black 1 39 36 7 100 (n = 28)
11th .
White 11 45 37 7 100 (n = 62)
Total 12 39 33 6 100 (N= 90)
Black 19 48 29 5 100 (n = 21)
12th :
White 17 39 41 4 100 (n = 72)
Total 16 38 35 4 100 (N= 93)
: ”
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Table 6,15

Cross-Racial Communication Fatterns of Black and White
Students by Socio-Econo ~ic Status (SES)
(percent of responses in each category)
. >

Frequency of Communication

Racial  Very Not at Total
SES Group often  Often Seldom all '
Black 13 32 45 10 180 (N=31)
Low
White 0 67 22 1 . 100 (N= 9)
~ Black 18 29 46 7 100 (N=93)
Middle
White 18 36 *38 9 100 (N=152)
Black 36 46 9 9 100 (N=11)
High . :
White 14 46 36 . 4 100 (N=84)
Table 6.16
Cross-Racial. Communication Patterns of Black and White
Students by Sex ‘
* (percent of responses in zach category)
- Informal talk with othﬂja; students:
Racial Very - Not at Total
Sex Group often  Often Seldom  <ll
Black 17 34 42 6 100 (n= 64)
Male )
- White 13 43 35 9 100 (n=114)
Total . 26 71 67 14 100 (N=178)
Black 19 29 44 8 100 (0= 73)
Female .
White 18 39 37 5 100 (n=131)
Total 38 72 81 13 100 (N=204)
-
PATYA
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Influences by sex. About fifty percent of both females and males indicated thar

they tended to communicate often with manbers of the other race. This minimum con-

tact berw.éen'the races was feported by both biack and white students (see :avle 6. 16).

-

Cross-Racial Study Patter s

Another pattern of interracial behavior was aetermined by the use of dn‘%l:em
concerning the study practices of students from diiferent racial groups. The question
posed to elicit responses to this concern was:

How often do you study with students who are of o different racial

or ethnic group than your own? -
1. very often

2

2. often ) v
3. seldom
4, not at all

Interracial study patterns, as expressed by student responses to the cross-racial ,
study item, indicated a much more restricted cross-racial exchange than the informal
conversation pattern. Overall, only about 22 percent (f=82) of.all respondents indi-
cated that they studied with members of a race other than their own.

Studying together as a type of interracial contact was not a prevalent activity
since few students at New Brunswick High School indicafed that they studied often or
very often with students of other races. More specificélly, white students tended to
respond negatively to the item. This was apparent \;Jhen one took notice of the per-
certage of students who responded to either the "very often" or "often" category in

thestudy. Approximately 20 percentof the white studentsresponded to these categbries,

whereas about 80 percent responded in the "seldom" or “not at all" categories.

Q | 253 K ’ “
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Black students responded in a similar marner. As reported in Table 6.17, five

percent responded in the "very often" and "often" categories and about 75 pzrcent

responded in-the "seldom" or "not at all" categories.

Table 6.17 y

Cross=Racial Study Patterns of
Black and White Students
(percent of responses in each category)

Students study with uther-race students:

Racial Very Not at Total

Group often  Often Seldom  all ~

Black 10 15 45 31 100 (n=137)

White 4 16 47 33 100 (n=245)

Toral 22 o 177 Iz 100 (N=382)
-

Grade level influences. The more restricted contact pattern was consistent and

persisted from grade to grade. The direction for white students showed a maximum of
thirty percent of ninth graders responding "often" to a minimum of 18 percen? of

twelfth graders giving a similar response. Black student responses showed even less
variation from grade to grade, with the nercentage of students in these categories form=-
ing no less than 20 percent of ninth grad :rs and no higher than 33 percent <.>f tenth grade
l?lack students. However, these differences were small and insignificant. Table 6.18

¥

shows these results.

Socio~economic status (SES) influences. When socio-economic status was intro-

duced into the analysis as a controlling factor, the pattern of limited contact persisted,
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regardless of the socio-economic status of the respondents, About 75 to 80 percent of
both white and black students in each social class indicated thqt they studied "seldom"

-. or "not at all" -with students of another race. The results are shown in Table 6.19.

Table 6.18

Cross-Racial Study Patterns of Black and White
Students by Grade Levels
(percent of responses in each category)

Students study with other-race students:

(?vrade Racial Very ‘ Not at Total
Level - Group often  Often Seldom _ all

9th  Black 8 12. - 49 31 100 (n= 49)
White 13 17 38 33 100 (n= 24)
Total 7 10 33 23 100 (N=73)
10th Black 10 23 . 39 28 “100 (n= 39)
White 3 20 52 25 100 (n= 87)
Total 7 26 60 33 100 (N=126)
11th  Black 4 18 39 39 100 (= 28)
White 2 16 48 34 100 (n= 61)
Total . 2 15 40 32 100 (N=89)
12th . Black ‘19 5 52 24 100 (h= 21)
White 3 11 45 41 . 100 {n= 73)
Total 6 9 44 35 100 (N=94)

-t

v
* Influences by sex, Cross-racial s*udy patterns fended not to differ along sexual -

lines, according to the reports of both black and white students. Overall, nearly 80
percent of the sampled students indicated that they seldom or never study with students

of another race, as seen in Table 6.20,
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. " Table 6.19

Cross-Racial Study Patterns of Black and White Students
by Socio-Economic Status (SES) g
(percent of responses in each category) .

Students study with other-race students:

) Racial Very B - Not at Total.
SES Group often  Often Seldom  all
Low Blcck 10 16 39 36 100 (N=31)
© White 11 n - . & N 100 (N=9)
Middle - Black 1T 14 43 32 100 (N=93)
‘ White 3 17 42 38 100 (N=153)
High  Black ~. 0 18 73 9 100 (N=11)
| White 4 15 55 27 100 (N=83)
Table 6.20 N

Cross-Racial Study Patterns of Biack and White
Students by Sex
(percent of responses in each category)

Students study with other-race students:
Racial Very ‘ Not at Total
Sex Group often  Often Seldom all
Black 11 19 52 19 100 (n= 65)
Mcle
White 6 11 46 38 100 (n=114)
Total 14 24 86 55 100 (N=179)
Biack 8 13 38 42 100 (n= 72)
Female
White 2 21 49 29 100 (n=131)
Total 8 36 91 68 - 100 (N=203)
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Cross-Racial Friendship Patterns

The school racial climate was perhaps best illustrated by responses to the ques-
tion which asked students to indicate the degree to which they have friendships with
members of "other races." Consistentlyland regc;;'dless of race, grade, or social class,
students indicated a tendency toward frequently forming friendships with other students

outside of their own racial gtcups. The question generating the responses was:

Think now of your friends at school. How many of them are of a
race other than your own? \

1. none

2. less than half ‘>

3.  about half -

4, . more than half ’
5. all

In general, 62 percent of the 382 students sampled at New Brunswick High School
indicated that less than hal-f of their friends were of another race. ' The proportion of
white students was slightly higher than the proportion of black in the same category.

A lesser number of them--approximately 17 percent-- indicated that about half of their

N

friends were of another race. Black students respon'ded in higher propertion than white
students in three of the categories of Table 6.21: "none," "about half," and "more
than half."

Grade level influences, Generally, grade level analysis revealed that the cross-

racial friendship pattern was rather [ervasive throughout the social system of the school.

o ;‘ 25’7
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At least one~-half or more of the respondents had some "other-:ace" friends. Their re-

sponses are in Table 6.22.

' Table 6.21

Cross-Racial Friendship Patterns of
Black and White Students
(percent of responses in each category)

School friends of other race:

Racial Less than About More than Total -
Group None  half half half All

Black 20 52 21 73 .0 100 (=137) " «

White 15 67 15 3 0 100 (h=245)

Total 64 235 66 16 T 100" (N=382)

Kl

Socio-economic ste.us (SES) influences, If the data are analyzed by socio-eco-

‘ JEjp—

nomic class, one observes that ;:n;ong the students of low socio-econon-!ic status, the pro-
portion of them that claimed to have "less than half" friend"s of the other race dropped

to 38 percer:t, with a shift toward the "none" category. At the ’same tim;, a
greater proportion of black students of low swocio-economic status indicated- that
none of their friends were of the other race. The "all" category is rather constant across -
SES levels, indicating that few students have friendships coﬁsisting solely of students
from other races. One noticeable direction was that as one, moved from the low SES
group to the high SES group, the proportion of responderﬁs with "about ha‘if" of their

: .
friends from other races diminished until the high group was only represented by 11 per-

cent (f=10) of the respondents, us shown in Table 6.23.

<38




Table 6.22

. _Cross-Racial Friendship Pattems of White and Black
Students by Grade Levels
(percent of responsés in each category)

" School Friendship Patterns

Grade Racial Less than About More than ' Total
Level Group None Half Half Half - All

White 25 42 21 8 4 100 (h=24)

9th . :
Black 31 41 - 21 7 0 100 (n=49)

~ Totdl - 41 21 8 1100 (N=73)

White 10 76 . 10 3 0 100 (n=-87)
10th LT
Black 20 51 17 12 0 100 (nh= 41)

Total 13 © 68 13 6 0 100 (N=128)

White 19 - . 58 221 2 0 100 (n="%2)
11th o

, * Black 8 © 69 23 0 0 100 {n= 30}
. Total 6 e 2 1 0 100 (N= 88)
.- C . White 13 72 14 17 0 100 (= 72) i
12th . ) .
Black 14 - 57 29 ., 0 0 100 (n= 21)
Total .13 69 17i B 0 100 (N =93) —( J
R i ,\,f - . N l
l‘nﬂue'nc'es by sex. Sex differences among white students were not manifested in (
s \ <

the data. Black students, however, did differ by sexual makeup. For the most part,

males tended to form more interracial friendships. While differences were not substan-

L)

tial, the percentages were sufficiently large to be suggestive., More specifically,
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13 percent uf the males (when compared to females) had all black school friends, and

17 percent more black mdles than females were in friendship groups in which about one-

-

"half or more were of another race. These patterns are shown in Table 6.24,

Table 6,23 hE
Cross-Racial Friendship Patterns of Black and White
Students by Socio-Economic Status (SES)
(percent of responses in each category)
School Friendship Patterns -
Racial Less than About  More than Total
SES  Group None half * half half All 7
———Black 39 . 29 22 10 0 100 (n=31)
Low o ~

White: 1 67 22 0 0 100 (n= 9) .
Total 13 15 9 3 0 100 (N=40)

Black 17 56 20 7 0 100 (n= 93)

Middle , ,

White 15 63 18 3 10 (n=153)

Total 39. 149 47 10 1100 (N=246)
. . o
Black 0 ° 73 27 0 0 100 (n=11)
JHigh . " .

White 15 74 c -8 . 4 0 160 (n= 83)

Total 12 . 69 10 3 0 100 (N=94)
.a {- N ”

. Cioss-racial best friends. There were indications that "bést friends" differed from
"friends.” The pattern seemed more restricted to members of the same race than did the

unqualified term of "friends." As shown in Table 6.25, approximately 75 percent of the

sbvy

students at New Brunswick High School sald that their, best friends were of the same race | .

o

-
as themselves.,
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Table 6.24

C .ss-Racial Friendships of Plack and White ,
Studente by Sex
(percent of responses in each category)

Friends of other race:

Razial -, Less ‘nan "Half or Total
Sex Group None | haif more
.. Black 14 61 26 100 (n= 66)
Male ‘ i )
White 16 68 16 100 (n=114)
. Total 27 118 35 100 (N=180) .
7 , Black 27 44 30 100 (n= 71)
Female .
' White 14 66 21 100 (n=131)
Total 37 1 48 100 (N=202)
Table 6.25
Race of School Best Friends of Biack
’ - and White Students . ' ) \
(percent of responses in each category) . - .
e i
Race of three best friends at school: .
. Racial “Ajl Al Al Black  Black White  White, Tofal
- Group & & -& . PRY, &
o Black White P R* White P R* P p* Black
o e
White 0 76 0 14 '0 5 4 100 (n=240)
Black 72 . 0 ! 12 9 1 6 100 (n=123)
T Yotal .89 183 1 . 48 _ 12 14 16 100 (N=363)

* Prerto Rican
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} Summary and Discussion of the Findings

T raeasures of interracial behavic at New Brunswick High School yielded dif-
ferent results in terms of the types of reported interaciions. The "informal talking"
patterns were claimed substantially more often than were study’ patterns involving dif-
ferent racial groups. Approximately fifty percent of the black students and of the white
students indicated that they talked often or very often with students of another race.
Social class analyses revealed that low SES white students and high SES black students
claimed to converse’ with students from another race more than did other SES -groups.
Moreover, studer‘s claimed more inter-group conversations as they increased in grades,
with eleventh and twelfth graders claiming to converse most often.

Cross-raciai studying, as reported by students at New Brunswick High School,

_occurred much less frequently than informal talking. Only about twenty percent to
twenty-five percent of the black and white students reported studying "often" or

o

.
"very often" with stude -»= of another race. Neither grade level nor socio-economic

status appeared to make a difference in the study patterns.

Cross-racial friendship patterns suggested that the num'uer'of interracial close
friendship cliques were restricted, Approximately throe=fourths of the black and white
students indicated thai their thre; "best" friends were of thg same race as themselves,
In terms of school friends, however, about 62 percent reported that "less than half" of

their friends were of a race different from their own. Both patterns were consistent

across grade levels ard among different socio-economic status groups.

. 262

4




R

CHAPTER VIl
SOME SPECIAL PROGRAMS

Like many other school districts, the New Brunswick public school system has
initiated a number of programs and activities which were designed to meet the needs
of special student populations. Some of these programs, in existence for many years,
were established to meet the r.ceds of groups which fraditior;aily hav e been viewed as
having special educational requirements. Examples of such programs are those dealing

‘with children who are intellectually gifted, those with learning disabilities, and others

who are physically handicapped. In recent years, however, these programs have been
expanded and increased attention has been directed at another special population which

has bee Iabi;li;;j\,ns "Minority Groups" or "Disadvantaged Learners."

¢

In examining New Brunswick's special programs, it was difficult, in view of time
constrain*s and limited resourzes, to perform an in-depth evaluation on each one.
Although many programs were visited and merited study, only seven of them were ulti-
mately selected for evaluation. However, some other special programs , which seemed
to suggest the direction in which the school system might be moving, were reviewed
and made a part of this report, At the time of this avaluation, these spec)idal‘ progrums

3 -

L d
were being assessed by other evaluating agencies.

In the selection process, the researcher was guided by a desire to represent a

number of different types of programs. Thus, it seemed important to select some
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programs which served elementary school pupils and others which served students at the
secondary level. Another factor in makinj a representative choice was the desire to
review programs funded by more than one souice. Thus some programs selected were
federally funded, while others were supported with local school resourcges. In
addition, attempts were made to choose nrograms which served a variety of con--
stituencies. For this reason, some projects were sclected which wer2 specifi'c.ally
geared to confront issues raised by minority-group isolation. Others were chosen
which, in spite of their present population makeup, had originally been deve!oped
to deal with students particularized by factors other than racial or ethnic identity.
Through such a selection process, it was hoped that the seven programs reviewed
would represent a cross-section of New Brunswick's special progrems.

The seven programs selected for ;eview had :1 number of features in common.
All, as was noted, were developed to serve what had been seen as particularized
needs of special populations. Vln addition, all programs except one, had majority
enrollments of Black and Hispanic students,

Beyond these similarities, .however, the seven programs essentially fell under
two different headings. The first group of proéram; evaluated were pilot projects

which were newly established in 1973-1974 with funds coming from the Emergency

School Assistance Act. These programs were specifically designed by the New
Brunswick schools to meet needs perceived as resulting from the changing racial and

v
ethnic composition of the city. All of these programs onerated ;min a reg.lar school

system, providing supplementary educational activities, within a discrete content area,

to a selected student population.
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The second group of programs was quite different. These programs, all of which
began operation prior to 1973-74 and which were funded with local resources, operated

entirely outside the regular school setting. Rather than providing supplementary edu-

cation, they were an inclusive part of a regular educational program,

The Evaluation Procedures

In order to study special programs, the resecrcher gathered data from a variety
of sources. Basic infc‘mnafion about the school population, goals und activities was
primarily sought from school visitations, during which school personnet and students
were interviewed and classrooms observed. In addition to this type of information,
fhe‘ researcher also soqghf "hard data" which could be anc zed to evaluate the pro-
gress each program had ‘ma:de toward achieving its own siated objectives. Where

4

possible, efforts were m&@e to obtain copies of internal evaluation studies performed
X /

\‘ o 4

by program personnel. \
. ‘ ' ‘\
Some difficulties were fotmd to hamper the data~gathering process in its

-
Pl

various phases. In several insfar}ts, program perscnnel who were interviewed gave
V4

-~ —

contradictory information on a variety of matters ranging from the numbers and types

3
of students in their programs, to the actual content of program activities. These
’ s e P

contrad:ctions sometimes made it difficult to validate claims about what activities
had actually taken place and what popuiction was served. Without wishing to cast.
doubt on the motives of persons interviewed, it sometimes appeared that the evalu-

ator was being given information which may have been thought to provide a good

public relations picture of the program; rather than an accurate description of its

Q . 265
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operation. In some cases, too, it seemed that school personnel who were inter-
viewed ‘vere iess than entirely.familiar with program operations. This may have

accounted ior some of the contradictory information that was received.

‘ ¢
An additional difficulty hampered the evaluation when "hard data" was sought.

In some instances, no internal evaluation had been done; in others, though the evalu-

ation existed, it was, for various reasons, not available to the researcher for
J

reporting purposes. Inthese cases, the visitation data alone had to be used for the

evaluation. This, it was felt, gave less than fully satisfying results.

“ R
N

Thq/ reports which follow are organized according to the same format.
Following an introduction, each program is described in terms of its student popu-
lation, goals, and objectives. The findings of the progra.r;'l 's staff as to the program's
effectiveness are then presented under the heading "Internal Evaluation®. This is
followed by the comments of the researcher, labelled "External Evaluation”. Each

report closes with recommendations for the program's future.

An Evaluation Of Somie ESAA -~ Funded Pilot Projects

In 1973-74, the New Brunswick Public Schools received ESAA funds for nine
RO
programs which had-been established to deal with specific needs and problems per -

ceived by school officials as resulting from increased minority group isolation in the

New Brunswick Schools. In seeking ESAA funds, needs were listed ir the following

order of priority:

N

e

~
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(3)

5
A
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"To raise the pupil's competancy in basic subject areas (reading and
language arts) by providing quality integrated education.”

"To increase the holding power of the schools through behavior
modification and quality integrated education, and to stop the
rapid withdrawal of white students from New Brunswick schools
which results in minority group isolation."

"To expand-the social and environmental horizons of minority -
students which will lessen relation tension and conflict, ‘cre-
ating an atmosphete conducive to quality integrated education.”

. 2
o -
-

The deveiopment 'of pilot projects to respond to these needs resulted in the
funding of five projects under Priority Need One--essentially remedial reading and
enrichment programs; two under Priority Need Two--essepfially programs stressing
the imp;rovemeni' of communicutions across racial lines between students, teachers,
and parents; and two projects under Priority Need Three--essentially programs to”
acquaint secondary school students with career opportunities and with their commun-
ii’ies. Four of these ESAA-funded programs are reviewed below. The first two—--the
Livinéston and Washington Language Arts Reading Laboratery and the Lincoln School
Multi-Media Center--c;re elementary-age enrichment programs which cre quite simi-
lar in their operation. The third, the New Brunswick High School "Reading in the
Content Arecf" program, is also a reading program, but differs radically from the first
two in its methodologies as well as its target population. The fourth program,
Project 18, is a program which aimed to acquaint high school seniors with their rights,

responsibilities, and opportunities in their communities.

In selecting programs to be studied, the researcher chose three in the area of

reading, primarily because basic-skills programs have widely been emphasized as a

<67
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type of supplementary education particularly important in serving the needs of mi-
nority «f idents. The selection of Project 18 for review and the omission of some other

projects was somewhat more arbitrary, reflecting time pressure on the researcher and

the availability of hard data which could be utilized in evaluating the prcgrams.

The Livingston and Washington Language Arts Reading Laboratory

The Language Arts Reading Laboratory was a supplementary reading project housed
in both the Livingston and Washington Elementary Schoois. The project, funded for
1973-74 under the Emergency School Aid Act, provided audio-visual equipment and
material for a sequential reading program of instruction that reinforced the Open
Court Correlated Larlxgtlxage Program, and used by teachers with students in grades
Pre-K through four.

The rationale underlying the project was twofold: First, to give additional
support to children at the elementary level who missed portions of the reading
instruction, or who did not fully grasp the material prese ated; second, to provide a

number of Spanish~speaking students with supportive bi~lingual work.

Student population. The Washington School had a student population of 345

students, Racially, the pupulation distribution was 25.8 percent White, 34.8 percent
Hispanic, and 38.9 percent Black. The Livingston School ha a student population of
504 students, including 16.5 percent Whites, 54.6 percent Blacks, and 28.7 percent

’

Hispanics.
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School personnel at both schools stated that the entire student body received
supplem 2 tary reading work through the Readin\g Laboratories. This suggested that
all students, in a!l age and racial cafegorie‘s, received equal exposure. However,
-some question existed as to the degree of exposure each pupil received. No
statistics were available, for reporting purposes, which indicated the extent of
utilization by g-ade or by race. In addition, one staff member stated that as a
gen‘erally accepted policy, Title | Remedial Program students received minimal

exposure to the Reading Laboratory since they were already benefiting from one
A

program. If this were true, then the students who were considered to be the most

educationally deprived utilized the laboratory least, At the time of the report, the
exact target population of the Reading Laboratories remained unclear.

As the eni re student body of both schools constituted the target population,
all teachers in both schools were said to hav:a been involved with the program. The
-;ea;hing staff broke down racially as follows: in Livingston, 29 (85 percent) were ‘
\A:hife and 5i (15 percent) were black; in Washington 10 (56 percent) were white,

3 (T7 percent) were black, and 4 (27 percent) were Hispanic.

> Goals and objectives. The primary goal of the Language Arts Reading Labora-

’:‘v:)rfoogram was to provide supplementary reading/longuage arts activities for
elementary students. Along with this basic purpose, the program had five specific

objectives:

269




245

~1

Given an opportunity to participate in the Language Arts
Reading Laboratory, pupils will show a gain of at least
two levels in Word Attack Skills as measured by the Open
"Court criterion-referenced tests.

- Given an opportunity to participate in the Language Arts
Reading Laboratory, pupils will show a gain of at least two
levels in Comprehension Skills as measured by the Open
Court criterion-referenced diagnostic tests,

- Given an opportunity to participate in the Language Arts
. Reading Laboratory, pupils will show a gain of at least two
levels in Language Arts as measured by the Open Court
criterion-referenced tests.

. - Given the opportunity to participate in‘the Language Arts
S Reading Laboratory, the pupil will respond quickly and
) eagerly ready at his scheduled time.

- Tte pupil will demonstrate physical skills and coordination
in successfully operating the different kinds of laboratory
equipment by using each kind of machine with care and
independence as directed.

hY

Activities. The key to the Language Arts Reading Laboratory Project was its
teaching machines: twelve Borg-Warner-System-80 Units, five of whichwere loéated
at Washington School and seven at the Livingston School and two Hoffman Language
Arts Units, onesttuated at each school. These machines, which are based on

Skinnerian stimu!us—responsé principles, providedeachchild with @ progran';med lesson

Py

. i s
that required the coordination of the visual, auditory, “and motor domains in the learn-

ing activity. Each child worked with the machineby himself, followed his own lesson

plan, and progressed at his own rate.

System-80 presenis developmeniaily sequenced materials in Reading Attack |

Skills, Language Arts, and Comprehension. The program stresses elements common
o oongy MV
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to most basal learning programs. The Hoffman Program is similar but stresses Reading

Compret ension.

Children were selected and scheduled for the Language Arts Reading Laboratory
by each classroom teacher and placed at an appropriate Word Attack, Language Arts,
or Comprehension level based upon the result obtained from the Open Court criterion-

referenced tests and System-90 pre-tests.

it was stated that on the average, each teacher sent four to eight children twice
a week for one:half hour periods to the Language Laboratory. Each child carri-ed a
transmittal form indicating the skill level at whiél: he should work during his work
period. A teacher-aide was also said to have the duty of post-testing the student

on a one-to-one basis at the end of the reading period and reporting the results on

an evaluation form to the classroom teacher.

Internal Evaluation

There was no data available from the Washington School at the time of this study. '
However, data presented in Table 7.1 was supplied by the school personnel at the
Livingston School. This data showed the reading gains of all students in grades 1

and 3 for the school year 1973-74 and represented information gained from a staff

survey. No results were available for grade 4 at the Livingston School.




/

Table 7.

Livingston School Students' Gains of Twn or More
Open Court Grade Lavels
¥ |n Various Reading Skills

GRADE
SKiLL 1 2 3 TOTAL

Word Attack 53% 65% 82% 69%
(h=99)  (n=91) (n=155)  (N=345)

Language Arts 52% 63% 89% 74%
: (n=85) (n =100) {n=243) (N=434)

Comprehension 59% 71% 85% 72%
(n=117) . (n=100) (n=184) (N=412)

These reported gains in Table 7. 1 related fo tie cognitive objectives--Objectives One,

Two, and Three--of the Reading Laborarory and were presented asevide ce that the Labora'tory

had-achieved these objectives. In addition, Objective #4, dealing with the

afféctive domain was said to have been accomplished. The Livingston School's eval-

vation comments that "the forms filled out by the classroom teachers indicate that the

majority of pupils received, responded, and enjoyed the Language Arts Reading Lab-

oratory.” Objective 5, which dealt with the psycho-motor domain was also said

N

&

- to be accomplished. The Principal’s evaluation report stated that students were able

272 ~.
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to operate the machines "with care and independence, as directed.”
. St

External Evaluation

[ ' Y A _
¢ Although the pre- and post-test data suggested that siudents at Livingston School t —

made substantial gains in language arts and reading, it was not clear if these gains
were caused solely by the Language Arts Reading Laboratory. It seemed that reading
gains made by the students would have resulted not only from the efforts of the Lab- \
oratory program, but from other activities in school as well. With this qualification,
the project appeared to have had success, especially with older pupils. Achievement
increased with age, suggesting that gains might have been associated with increased
motor ability. ‘
The attainment of Objectives 74 and #5 wera, to some extent, evident during -
the researcher's visit to the Livingston School Program. The children seemed enthus-
iastic about coming to the program and showed no éroblems in working with the machine.
The room and machinery were well-kept. ‘ -
Staff at both the Washington and Livingston Schools had gerier,a‘lly positive
feelings about the program. Teachers felt the children enjoyed the progr;m, that it

was well coordinated with classroom acitivities, and that children showed substantial ~ * - .

improvement in reading.
‘4

Two weaknesses were observed in the program. Although the schools served had
many Spanish~-speaking youngsters, the program did not offer a strong bi-lingual com- -
ponent, The System-80 program only offered bi-lingual work as related to pre-school ‘

beginning math concepts. During observation periods, it was noted that some children




were left with ‘as much as ten to fiftsen minutes of free time without any activities
provided for them upan completion of their lesson.

* Summary and Recommendations , Y

The Language Arts Reading Laboratory at the Washington and l:,ivingston Schools
appeared to be a well-conceptualized and effectively operationa‘lized supplementary
program. In general, students and teachers seemed to have a very positive feeling
about the program. From the ;'ather limited data available{ it §éen;ed that the Language

Arts Reading Laboratory during 1973-74 achieved success in reaching its objectives.

- 1]
It is recommended that: '

1. THE PROGRAM BE SUPPORTED WITH. LOCAL FUNDS AT BOTH
. THE WASHINGTON AND LIVINGSTON SCHOOLS FOR THE
- 1974-75 SCHOOL YEAR.

In that the program will not be funded during the ]974-75 school

year by ESAA funds and because the program seems to be support-

ing the supplementary readiMyg skill development needs of many

children, it is felt that the school system should integrate the

Reading Laboratory into tis regular school progran. . -

~

2,  THE BI-LINGUAL ASPECT OF THE °ROGRAM BE IMPROVED.

~ Beyond pre<ichool beginning math cuncepts there was no bi-
~  lingual reading material in the project. Téacher discussion
also pointed fo the lack of a bi-lingual thrust in the project. ¢
In that approgimately one-third of the student populations at
the:Washington and Livingston Schools are Hispanic, there is
a definite need for more of a bi-lingual fhrus‘t( in the projec:.

3. AN ALTERNATIVE SUrH AS FREE READING BE ENCOURAGED ’
UPON A STUDENT'S COMPLETION OF HIS ASSIGNED WORK.

Some students who complete their work early seemed to become
fidgety and sometimes interfered ‘with the concentration of other
students who were completing work. Other students who had

o
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finished their work just sot idly. If the Laboratory is to
be an optimal learning environment, a productive activ-
ity should Se given /o these sfudents who complete
assignments early.

' &
,
;

AT

" The Lincoln School Multi-Media Center was, inmany respects,a program similar

to *he Livingston and Washington Language Arts Reading Laboratories. Essentially,

o
1

it wdsgeared tn i gradebasic skills cmo~g K-4 students-~though a greater variety of
skills “ppear to be taught than in the program previously reviewed. Like the Language
Arts Reuding Laborctory, the Mu'ti-Media Center utilized teaching machines and

sofrware which offeréd individualized learning programs for the students.

Initiated by the building principal and staff in 1972-73, the Multi=-Media

.‘ante} was able to ;-’xpand in 1973-74 through the iniécﬁon of ESAA funds. The Center

was housed in two rooms: one which holds the teaching machinery and soft ware and

-

the other which wos a iibrary. The capacity cf the Center was approximately thirty
students. \ - »

- Ny / .
Student population,. The/Multi-Media Center was said to be available for use

-

by the entire K4 population in the school, and in 1972-74, staff estimates suggested

_ that almost all students utilized the Center. The Center log showed that during the
. N x1

h

. S
156 da::»/f its operation in 1973-74, 6,015 visits were made, an a_verage“pf 38 per

day. The, log.also showed that over half the.teaching staffsent at least one-fourth of

J{:\eir.cla;»ses to the Center fifteen or more times during the year.

A
* While the Center served all students from K- 4, thee were twn areas of special

- o

\ R?5 . -
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emphasis. [n the fall of 1973, students witn pronounced difficulties in basic skills and
in certain types of motor skills were ide 1ified by pre-testing . Tests utilized! fo this
purpose included the Individual Learning .satilitiec Classroom Screening Instrument,
the Perceptual identification Test, the Wepman Auditory Discrimination Test, the
Prescriptive Recding Inventory, and the California Achievement Test (mathematics).
By the use of the;,,%e tests, 225 students of the 383 in grades K-4 were established
.as deficient in some are%. These students received particular attention and were post-
tested at the 'end of the year to determine their rates of progress.
In 1973-74 there were 383 students in grades K-4. Of these students, 174
(45.5 percent) were White, 143 (37.3 percent) were Black, and 66 (17.28 percent)
were Hispanic. Though there was no breakdown to indicate the racial composition
of the group which received special attention, the principal stated that the Center
could fairly be said to have been used by all ethnic groups in the schools in pro-
portion to their enrollments in the school.

Goals and objectives. The Center had several goals and objecrives, both of a .

cognitive and affective nature  As promulgated by the program's professional staff,
the major objectives included:
- The development of an adequate self-concept.

- The improvement of sensory and motor skills, especially
auditory and visual- perception.

- The development of language skills.

- Improvement of the child's apacity to use logic and
* reason in problem-solving situations.

;;' 276 -
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To increase the child's abilit; to "get along" with his peers.

( Activivities.) To utilize the Multi-Media Center, students were said to be re-

leased from classroom activities on an individual basis. They brought with them a
"transmittal slip," showing th.- classroom teacher's recommendations for specific
activities. This slip was given to the aide or volunteer, who started the child on an
activity. The transmittc! slip was kept and filed to maintain a record of classroom-~
Center communicaton and was a means of measuring student progress.

The full-time aide had the responsibility for assigning an activity to the student.
These activities Usually involved the use of the teaching machines housed in the Center,
including the use of the System-80 and Hoffman programs tape recordings, and the

typewriter. Skills development was encouraged through activities which included

classifying objects and reproduction of sounds. The child essentially worked alone at
the appropriate machine, carrying out the demands made upon him by the specific

program or activity withwhichhe was working. The aide and the volunteers moved

about the center, providing assistance where needed. When the child was finished '
with his activity, he returned to his regular classroom.

Internal Evaluation

At the end of the academic year 1973-74, tae staff of the Linco!n School
conducted an evaluation of the activities of the Multi~Media Center. This evalu~-

ation essentially took the form of post-testing. All students who were found to have \

. azdeficiency through the pre-testing were post-tested. The recults of the post-testing,

¥ .




as stated by the school staff, were as follows:

a) .The Individual Learning Disalnlities Classroom Screening Instrument was
given to students in Grade 1 and to students in Special Education Classes.
Using this instrument, eight students in Grade 1 and five students in
Speciol Education Classes were found to be deficient in the area of learn-
ing disabilities. The\elghf students in Grade 1 showed an average
deficiency of 35% on'the pre-test. At the end of the year,. posf—feshng
showed an average deficiency of only 8%. Five of the eight students
showed improvement from pre-test to post-test.’

The average deficiency for the five reurologically impaired students,
identified as deficient, was 28% during the pre-testing. At the end of
the year, the post-testing revealed an average deficiency of 19%.

All five students involved showed |mprovement frora pre-test to post-
test.

b)  The pre-testing also included the administration of the Perceptual

ldentification Test to students in Kindergarten, Grade 1, and

Special Education Classes. Using this instrument, fifteen sfudents were

judged deficient. At the end of the vzuar, the post-testing showed im-

provement at all three grade levels, The dverage increase, in stanines,

fer the Kindergarten students was 1. 17 stanines; siudents in Grade 1 .
showed an average improvement of: 2,06 stanines, and the average in-

crease for theé neuroligically impaired students was 1.62 stanines.

c)  Students in,Grades 1 through 4 and the students in Special Education
Classes were given the Wepman Auditory Discrimination Test as part of * n
: the pre-test procedure. Using the Wepman Test, 122 of the students in °
Grades 1 through 4 and fifteen students in the Speciol Education Classes
were fourid to be deficient. After the end~of-year testing, seventy of
the 122 students in Grades 1 through 4 were found to be no longer de-
ficient, as were eight of the fifteen special education students.

*

d)  Another pre-test instrument was the Prescriptive Reoding Inventory. At
the conclusion of pre-testing, forty=four students in Grades 2 through 4
were-found to be deficient. Post-testing snowed, at the end of the year,
thirty of the forty-four students to be no longer deficient.

e

e)  Fifteen students from the Special Education Classes and from Grades 2,
i 3, and 4 were found to be deficient after the administration of the
3 - Californic Achievement Test (mathematics). The end-of-year testing
showed that thz one Grade 2 student invelved, improved 1.9 years.
Of the five Grade 3 students who were found to be deficient, the average
ability at pre-test was 1.28 years and at post-test was 3.64 years (+ 2.36);
278 . -
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of the ten Grade four students found to be deficient, the ¢ erage pre-
test ability level was 2.12 years and diring post-testing, was 3.49
years (+ 1:37). The thirteen pecial eduganon students showed an -
average improvement of 1.0 yzars, moving from a 1,45 years'average
during the pre-testing period to « 2.45\years average ability level
during the post-testing period. _ -

The evaluation procedure also included a survey of student attitudes about the

Center. T[he survey was conducted in June, 1974, Of the students at the memory

level wno went to the Cenfer, 97 percent reported a sense of having "learned more"

through Center activities. .

External Evaluation

The Center appeared to have been successful in fhe cognitive area. |t had
identified and assisted students with deficiencies, es;?ecially in the language arts,
and had provided needed remedi son. The ini:rea;es in post-test scores were not
solely reflective of the Center's impact, but also of classroom activities. The sta-
tistical data presented suggested that the Center haa proven itself to be a valuable
complement to classroom activity.

In the affective domain, the Center program was said by staff to have had a
number of positive effects. The Center staff stated that. *he program had led to in-
creased morale on the part of teachers and studer*s; by utilizing parents as volunteers,
communications between home and school had been improved; the Center had given
the student the e;cperience of "being cn his own," and had developed his; sense of

independence; and the students had developed respéct for the C;enfel: program, using

the machines with care. The Center appeared to have encouraged student independence

and self-directed learning.
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There were, however, some problems which seemed to detract from the JCenfer's
ef@écfivenesst. The Center was in need of more machinery; for example, the Center
did not own its own tape recorder, and was currently using the school staff's pt.arso'tal
property . Software was also needed, =specially of a multi-racial nature. Despite

‘e

the fact that the Lincoln School's student population is over 50 percent minority-group

students, the Center's personnel (aide and volunteers) were overwhelmingly white.

s

Summary and Recommeidations
In its short existence, the Multi-A.edia Center at the “.incoln School has had

a demonstrated effect on its population. |t has helped a substantial number of

* Lincoln students overcome their learning difficulties, while providing enrichment

opportunities to other students. A majority of students, staff, and parents have
voiced support of the Center's activi*ies and consider it an important part of the

school's overall program. It is recommenrded that:

1. THERE BE A SYSTEMATIC ANALYSIS OF FUTURE FUNDING
POSSIBILITIES FOR THE CENTER,

The prime deterrent to continuing and expanding the Center's
service capacny is the lack of adequate funds. Consequently,
a sysfemaflc review of resource allocation within Lincoln
School is needed to identify those monies which could be made
available to the Center. A program budgeting approach

could be useful in this regard. Furthermore, it is imperative

7 that the District's central office be made fully aware of the
' Center's financial needs,

2.  THE MULTI-RACIAL ASPECT OF THE PROGRAM BE IMPROVED.

While mcre than 50 percént of the Lincoln School's studert pop~
ulation is non-white, the software materials used in the Center

<80 -
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do not reflect a multi-racial orientation. It is important
that the minority student's senie of identity and self-worth
be reinforced throughout the curriculum, including those
programs to which the studert is expcsed in the Center.

3. AN ACTIVE CAMPAIGN TO INCLUDE MORE PARENTS
IN CEMTER ACTIVITIES BE ENCOURAGED.,

Center staff discussed the benefits of parent volunteers in
the program, citing improved communications between N
the home and the school. However, it has been observed
that in the last year there has been a decrease in the
number of parent volunteers working with the program,
This is unfortunafe for two reasons: it limits the amount
of assistance available to the children and it represents a
decrease in home-school contact, It is suggested that
the school approact: this problem creatively and recog-
nize the difficulties parents have in volunteering time
during the day: where care of pre-schocl age children

is a problem, o babysitting network could be organized;
in cases where distance is a problem, carpools may be
helpful. :

4,  ACQUIRE THE SERVICES OF ADDITIONAL FULL-TIME AIDES,

The Center log suggests that there was an average of 38
visits per day (in the 1973=74 academic year). Currantly;
there is only one full-time aide in the Center. In -
addition to assigning specific aciivities to each visiting -
student, the teacher-aide has full responsibility for

administrative work and for the upkeep of Center materials.

If the Center is to maintain, and especially to expand its

capacities, additional staff aides seem to be needed.

The New Brunswick High School"'Reading ir the Content Area” Program .

The other ESAA -funded reading program reviewed had a rather different orien-

|
tation and, apparently, a different degree of success. This was the "Reading in the =~ 1
Content Area” program of the New Brunswick High School. Fere the essential mo- !

dality was not teaching mackines and individualized programming, but rather a brief |
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training program designed to orient voiunteer subject-area teache.s to the manner in
which re\vdiné skill; could be upgraded by applying certain emphases and techniques
in the course of their regular classroom activities. Like the other ESAA programs it
was initiated\cn a pilot basis in 1973-74,

Student populaticn. The need for a remedial progrom had been established by

testing which was conducted the previous year and which showed a tremendous range
of reading skills among eighth and ninth grade students entering the High School.
California Achi;vem\,nf Tests for eight classes of eigth and ninth grade students
yielded the fo!lowir;g range of grade equivalents:

E'nglish) 2.7- 6.8

Afro-American History 3.0 - 10.5

Foods 3.5- 7.9
Mechanical Drawing 3.6- 6.8 ST
s / ’
Health 2.7- 9.6
General Math 4,2 - 7.9 ) "
General Business 2”7 - 8,0
Planetary Science 2,0~ 8.7

For the purposes of placement .1 the ninth and tenth grade classes which partici-
pated in the proram in 1973-74, students were initially selected according to their
achievement tests of the previous year cnd grouped with others of like ability, For
program purposes and as a pre-.est, students' reading Ievc.als were determined at the

outset of the 1973-74 year by cdministering one or mure of the following tests:

Bote} Phonics Tests, Oral Reading Test, San Diego Quick Test.  The Frey Scale was

=8< - -




used to evaluate the level of difficulty of course materials.

Though the program hed originally been planned to include eight classes of
ninth and tenth grade students, it only included five classes with a population of
130 students. Of these, staff stated that approximately 65 percen: ‘were non-white.

This compared to a 40 percent non-white enrollment in the total school population.

- —
e

No separate statistics were availablef6 determine the number of Hispanic students
involved. These students were serviced by five teachers; three were white, one was

black, and one was Oriental.
™,

S

objectives, one of an implemental nature, the other in terms of outcomes in student

Gezls and objectives. The direction of the program is indicated by its two

=

performance.

'\\' *
- A program of reading in the content - zas will be established for grades
nine and ten with teachers from at least six different departments, im-
plementing a year-long prearam according to established guidelines. .

- After ompleting this program, the ninth and tenth grades selected will
in~rease their general reading and study skills by one-half grade level
(six monthsz as measured by the lowa Silent Reading Test.

-

a‘/
/‘

Activities. Staff members who had participated in the program were interviewed
; ‘ . LTS i .
and ¢ve some information about.program activities; the rest was drawn from the pro-w!* » o

{
gram's prospectus and internal evaluation.

Amcng the activities described, a number took place prior to the beginning

of the program. One activity was a suivey of all secondary teachers, which was

o 283
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conducted to identify pro.blem areas in reading. There was also an attempt te re-
cruit teachers to work on the project. In‘rially, eight teachers (of reading, English,
History, Fo;ds, Mechanical Drawing, Healt.! , Business Math, and Science) voTunfeered;
three teachers were eliminated from the project due to funding problems.

Another activity prior to the beginning of the progrc-zm was training. Volunteer
teachers were given eight hours of in-service trrining prior to fherbeginning of the

program, to sensitize them to the importance of reading and study skills and to inform

them as to how these skills could be emphasized through regular classroom activities.
Skills stressed in the training session were said to have included: Contextual &lasses;
Structural Analysis; Dictionary Skills; Vocabulary Development; Cutlining Evaluation;
Following Time Sequences; Use of Reference Books; Taking Notes; Summarizing; In-
terpretation of Charts, Graphs, and Stcries; and Map Reading.

It is evident that .these skills were to l;e practiced in classrooms in the context
of subject-area teaching. How this.was actually done is unclear. The program's lit-
erature states ti .+f "the ocfivilfies that will take place in eac;h of the participating
classes wilt be very much the same as far as subject matter is concerned, but teachers

N
and students will ‘eXperience an increased emphasis on the importance of reading in
- 7

each of the areas. "~ School personnel were unable to amplify this description.

internal Evaluation

An internal evaluation was made by the staff to determine what progress the .. -

s/

program hnd made toward achieving its objectives. Among other things, this

evaluation revealed that fewer classes were provided than hadbeen planned. There were
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' mixed results under the second objective, which dealt with student outcomes.
Findings under his heading were as folloas:
a)  The lowa Silent Reading Test was given on a pre- and post-test
' basis. The results indicated that 27 percent of the students had

increased their reading comprehension score by 6 months or more.

b) ° The teachers constructed tests to measure study skills and subject
. matter achievement. The results were:

English: 90% of the students received a passing grade.
- A
Health: 80% of the students received}{ passing grade.
. Math: 75% of the students received:a passing grade.

Afro-American
History: 44% of the studen-s received a passing grade.

Tecchers stated that as a result of the program, the students: (1) "are able to -
. y o
read and interpret Graphs, Tables, Charts, Maps, Cartoons, Pictures, and Diagrams.";
h (2) "are able fo use the parts of a book and reference maferlialgi-‘o fiad specific in=-
s formation."; (3) "are able to fak& notes and outline mater:o’
In addition to this overall evaluation, program staff surveyed made a number
of comments about the program. Positive comments were that; .

a. The program itseif, and the workshop did alert the staff to the nced for
° teach:ng reading in the content areas.

b.. The employment of the teacher aides allowed the teachers to do more
s , individuai work with many students.

c.  The workshop provided the teacher with tools to diagnose student read~ .
- ) ing difficulties and assess the reading level of materials.

d.  The materials that were bought for the program provided the teachers an
opportunity for individualized instruction.

285 o
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Negative comments were thzi:

a.  Tee untimely departure of a reading teacher deprived the program of a
valuable source of leadership and the program's focal point.

b.  The workshop sessions did not get deeply enough into methodology and
specific techniques for teaching reading. .

c. The two aides were not hired,until well after the school year began, and
then.not.all of the teachers had use of the aides’ assistance.

d.  The two aides had no prior training and were hired too late to take ad-
vantage of the workshop sessions.

e. The units in the proposal should have been written to cover a longer

period of time. The teachers felt that, given the demand on their

time and energy, they could not implement the program as well as they

would have liked or could have done. They felt that more pre-planning

should have gohe into the units they were to teach.

f. A greater number of commercially prepared, mdw;duahzed learmng
packets shou: ' have been purchased. »

£

In general, appropriate materials were said to be fewer than desired, though

there were an adequate number of multi-ethnic materials, [t was stated that the English

and Reading classes had the most materials. .

N
)

External Evaluation

3 -
%

From the program's internai evaluation, itwasclear that there were a number of

[}

factors which had a negative impact on this program. Some of these factors could be
called external-~that is, they were not under the control of the individuals who im~
plemented the program.

It appeared that, for variousreasons, the "nuts and balts" of the Readiag in the
4 . ) ;’ . .
Content Area program were not affa_ched prior tc implementation.- -Funding-was
. N
delayed, thus creafing a situation where those who conceived and eventually .

:

286 . .
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implemented the program were rendgred unable to properly prepare for all anticipated
problems. Aides were apparently hired too late and then not adequately depic yed.
Such an atmosphere of uncertainty preceding the implementation phase may have had
an adverse effect on the staff's motivation and commitment. Also, as was r.wote_d, the

departure of the reading specialist, who had developed the: program's conceptual . #

A

s

base, eliminated a source of leadership and coordination.

~

Overall, the program design lacked the conceptual clarity necessary for im-

plemeritation. For example, the program listed two very general program objectives

3 “ele R ) . . .
and a series of activities to attain these objectives, but did not define a procedure
S N\

" or opprooc.h, accompanied by a rationale, through which the teachers would contin-- -

-

uously evaluate the following: (1) the-effectiveness of-the mpterial, (2) the appro-
priateness of teaching strategies employed, (3) metl';ods‘of/communicmion with each
other to share ideas, (4} uniformity in evaluatjon procedures, of (5) planning for the .
;uture. ‘|nnovotion‘ programs needssuch a procedure so that the‘ collectiva talents of

. - - ¥’

participating teachers may be pooled, and also to produce uniformity in goals and
C O

activities. i} .

¢
/

The use of diagnostic instruments was inconsistent. One éf three diagnostic
tests was used v;ithout apparent uniformity. The alternative would have been to use :
ei‘ther one or a combination of séveial as a grou‘p; or at the individual teacher level
in order to evohluote whether the diagno: 'tic data wo; indeed useful‘c;nd had sérved its
intended purpose.’ Apparently a phonics {est would not yield adequate data for an

\\
assessment oLother reading skills. "The idea of diagnosing student, reading skill is

highly commendable, but in this case, it was poorly organized and not directed




_ﬂ'haqing this information and its subsequent-contribution to individuals with res jltant

v,

skills and yielded an ) indication of-srqdenf performance. By-this mefhod, one could -

toward a well defised purpose. Nor was a relationship drawn. between the utility of,

N

-~
outcomes in skill development or increased levels in gourse grades.

marginal ffempf at dlassification. A descriptive report outlining materials used and
. ~2,_ .

an assessment_of thoselmost relevant to the program would have been a considerable

Use of the Fre{:ale to defme levels of dlfflculfy in course material was a

improvemenf. In addmon there were tao few teacher workshops. This pragram

¢

feature exemplified two problems: one, i"ﬂ‘j&“? ate pre-service training and two, ~
-4 v

’ ”
-

inadequate cantact with'a consultant en an ongding basis. '

The instrument used in program evalejarion was p@ chosen. The results of the~ -,

- -

]

pre- and post-testing af students with the lowa Silent Reading Test indicate that either

L 4

the test itsel was inappropriate, due to its level of difficulty in reading, or that sur-

veyed behaviors we?e not addressed by the program, .\' A criferiOn-refeﬁ’anadw test that

A, »

dnrectly assessed the progress of skillsbeing faughfwouid have specnfncal ly identified those

[RRY

<

ar

».ave predicted.an 85 percent increase in such areas as reading comprehension--rather: .
than the 27 percent increases from the pre- and post-test measurements., Essenfiully,
the results as measured only indicate a global reflechon of student progress cumipared

. o v, , > )
to an incomparable reference graup that does not specify which vocabulary or com~ - ! '

prehension sKills were increased or unaddressed.
v

.
A

" Summary and Recommendatians

]

“ e
The Reading in the Content Area program was developed with good intentions

. :
to address a reading problem found to be widespreud amorg the classes entering New -

Q . .
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Brunswick High Scheol. Training aimed at sensitizing teachers of content areas to
activities oqd approaches which could increase a student's basic reading and s.tudy
ski{flswasa..obviously méaningful endeavor. However, the program was found to have
been handicc.pped by a number of external and internal factors. Most damaging was
the failure to adequately conceptualize the program so that it could be fully and uni-

formly implemented. 'If a program of this nature were to begifi~again, it is suggested

that:
i __‘_[ )
1.  PROGRAM OBJECTIVES BE MORE CLEARLY DEFINED AND CLOSELY
CONNECTED TO PROGRAM ACTIVITIES,
B This program aimed to "increase general reading and study skills."
This is a vague phrase; for reading and study skills are actually the
results of many other skills. [n planning such a program, anticipated
_student outcomes should be clearly specified as behavioral objectives,
and activities should be elaborated under each objective. This T
would ensure that in spite of subject area differences, there is a
common effort to achieve goals.

2,  APFROPRIATE DIAGNOSTIC AND EVALUATION PROCEDURES BE
SPECIFIED AND UNIFORMLY APPLIED,

There was little apparent- connection between the program's goals and .
the use of diagnostic and evaluative instruments. As noted, diagnostic
tests were not uniformly given and the results did not appear to have
.- been used in relation to classroom activities. The lowa Silent Read-
ing Test was seen to be an inappropriate choice to measure achieve-
ment objectives, as were the various teacher-constructed area tests.
In redesigning such a program, it would be important to institute
pre~testing and post-testing ir each skill area, using uniform procedures.

3.( STAFF MEETINGS BE REGULARLY HELD FOR JOINT PLANNING
AND ASSESSMENT.

In a program where teachers are working independently, there is a
great need for coordination fo ensure that problems are assessed,
and that there is an effort to redirect activities based on constant,
informal feedback of student progress.
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The Project 18 Program

»
Unlike the other ESAA -funded progrems which were evaluated, the objectives
of the Project 18 program were in areasother than reading or language arts improvement. |
Project 18 was developed partly in response to the stated need to provide enrichment
and community awareness to minority students and partly in response to legal
changes which, in January, 1973,’ gave the p.'ivileges/ and iesponsibilities of
of full legal adulthood to 18 year-olds.
In content, the Project 18 program was to provide a ten week course in which

students could investigate the meaning of these new "rights and responsibilities. "

The program was initiated by social studies teachers who volunteered to participate

ina six week summer-orientation course;

Student population. As the stulent population for this project was eighteen

year olds, the program was confined to seniors at New Brunswick High School. The
senior class in-1973-74 included 476 students. Of this number, approximately 56
.ercent were wl{ite, 39 percent black, and 5 percent Hispanic. Six of the school's
teechers volunteered. to be trained for the program. All six were white.

Goals and objectives. The goals sought in this program were broadly enumerated

as follows:
- An appreciation of the Age of Majority Law.
- A knowledge of the civic rights and responsibilities of 18 yeor olds.
- A knowledge of the social rights and opportunities open to 18 year olds.
s - To create positive involvement by the student in society.

The program was designed to give information on ¢ number of specific topics. Under

o | 290 -
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"civic rights and responsibilities," students were to be informed regarding the draft
laws, jury duty, voting rights, and proced ires for running for office; under "sociai
rights and opportunities, " topics included coutracts, insurance, property o:vnership,
and laws pertaining to marriage and divorce, adoption, making wills, inheritance,
supporting a relative, gambling, drinking, medical-surgical consent, and welfare.
Activities. intformation about activities was primarily developed from
interviews with program staff and from printed materials made available to the re-

searcher. According to available information, students in the program were

involved in three types of activities, described by the staff as "classroom, speakers,

e T
U

and field trips. " S

___Classroom activities included the development of information on program

topics through methods which included the outlining of tems, requirements of faws,
and procedures. Complementing this academic approach, students were to be taught

how to utilize various tools on their own to gain information. For exampie, students

were to be shown how to use microfilm and how to use an "occupational outlook .
handbook. " In addition, some experimental methods were used--siudents role-palyed
job interviews and practiced filling out applications.

Speakers were scheduled to visit the school and talk about the program’s topics.
Among scheduled speakers were politicians, lawyers, and representatives from the

New Jersey State Employment Service and various career fields. Field trips were to -

include: a career information center, a large corporation, and local government
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agencies and offices. During the year, a trip to Washingten, D.C. was also

arranged.

Internal Evaluation

i
An internal evaluation of the Project 18 program was conducted by the program

sff. The basis for the evaluation was teacher-constructed pre-tests and post-tests
which measured student familiarity with relevant information. Test results, by

teachers' reports, showed an average.increase of 50 percent in post-test scores in the

area of knuwledge about civic rights and responsibilities and an increase of 85 per-

T ——
e —_—

cent in knowledgc ~hout career opportunities. -

»

- Teachers stated that sfqdér;'ts‘demonsfrctedn enthusiasm about the course, as shown
by their desire to have ;he material implemented in future Problems of Democracy
éourses. Class participation was said to be high, and field fri;;s were; said to be
the high points of the program. ’

Program staff remarked that it was difficult to get enough speakers scheduled
for the program. Students also apparently found a lack of cooperation. from

- community persons in attempting to get interviews and do Ffield work. :.Staff‘
described materials used in the program as poor, largely traditional in natur;a,

and inadequate in number. The most effective materials were said to be docu-

ments, state laws, and materials supplied by the League of Women Voters,

/ | g0 o
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External Evaluation

Increases in the test scores should be sut into perspective by recogniziﬁg that
: the audience for this program was a relatively highly motivated group with the ma-
turing prospect of graduation before it. It might be asked whet her test score increases
and student enthusiasm actually reflected a good program design, or were influenced
by the fact that students were pleased to-be singled out as a group apart from others
. in the scheal. If this is the case, Project 18 was bound for success; the program was
designed to give a sense of citizenship to eager, eighteen year old seniors.

The lack of black or other minority teachers raises a question in a program which
was funded as an effort to "broaden the social and environmental horizons of minority
students," Apparently an effort was made to i'nferesf black teachers in the Project 18
program, but was unsuccessful. Nonetheless, this would seem a weakness in a program
whose bfargef population consisted of a 44 percent minority enrollment.

.. - .Lack of community involvemert seems to have affected the program in a number ™
/ .
of ways, principally by limiting the number of speakers, materials, and access to
community rg%ources. It would seem that there would be a need to mobilize the commun~-

ity so that real support, rather than lip service, could be given to a program which

aims to make students part of the adult communrity. .
- : - \l

Summary and Recommendations S

The staff of the New Brunswick High School's Project 18 was aware of the need

for more relevant educational programming geared to a student body of eighteen year

old seniors. The school population, at the time of the project, was being increased




by minority enrollments; and specifically, the eighteen year olds were rather skeptical
o of their abil_ify to function in the communi.y outside of the school. The Project 18

~progrmm appeared to have served to generally naprove programs of secondary education

through realization ~f moie immediate and tangible objectives in classroom.instruction.

To improve the Project 18 program, it is recommended that:

1. A GREATER EFFGRT BE MADE TO RECRUIT MINORITY STAFE
MEMBERS FOR THE PROGRAM,
e :
- The example set by the presence of minority teachers is invaluable.
. Minority students can make positive role identification with the
~: - teacher, and the scope of all students in the program is-broadened
by the presence of minority teachers. In as much as the target
population consisted of a 44 percent minority enrollment, minority
staff members for this project should be earnestly recruited. Skilled
professionals can be found with the assistance of organizations such

as the Urban League, the NAACP, and CORE,

2.  MORE SUITABLE PLANNING BE DESIGNED TO INVOLVE
THE LOCAL COMMUNITY IN THE PROGRAM,

School ofticials should make an effort to gain the understanding
and cooperation of the community. In as much as part of the .
success of Project 18 depends on interaction between the stu-
dents and the community, it is incumbent upon the school staff
to orient the community to the project's goals in this respect.

A brief written explanation of the program and a follow-up
"meéeting, to which various community businesses and organization
members are invited, would be helpful. In addition, this meet-
ing should serve as a "signing up" session--to obtain a calendar.
of participating commurity speakers and organizations for the

project.

3.  STUDENT INVOLVEMENT IN THE COMMUNITY BE COORDI-
NATED WITH FIELD TRIPS INTO THE COMMUNITY.

The need for schools to extend learning outside the four walls

of the classroom, and to open doors to the community has long ‘

been lamented. An inter-visitation program with vocational ’
-
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and professional residents would give students an example of
the work they are preparing rcr. More specifically, the use
of consultants should be coordinated with rollow-up student
visits o the consultants' work sites so that the speakers'
visits can be more broadly tied info the student's future in=
volvement in the community and orientation to the world
of work. The business community will, hopefully, begin

. to commit themselves to a r_espcns;blhty for the education
and employment of the commdnity's young adults.

»

4.,  THERE BE FULLY DEVELOPED PROGRAM ACTIVITIES WHICH
ARE COOLDINATED WITH PROGRAM OBJECTIVES.
The program objectives, as listed, were shaliow and upon N
‘. evaluation, not sequentially planned. .A lack of speakers
“ for the program, lack of current educational materials,
and inadequate resource materials has been a drawback to
the total effectiveness of the program. With specific ob-
jectives, the program could avoid lapses in activities by
enlisting student involvement in developing a complementary
curriculum, which could be used as part of the student's .
independent study project.

"

_Some Spécial Schools

-~ . e
;

New Brunswick, as previously noted, offers a wide range of progr: 28 addressing
the needs of special populations: S;\ne,f, like the ESAA-funded pilot projects, have
been structured to operate within a regular school pfogram, addressing themselves to
promoting measurable improvement within a limited content area, “Others, however,
function independently of the regular schools. Because they attempt to provide a

different but compiete educational setting for their students, these programs hav\e

far broader objectives and a wider range of activities. ) ‘

=95
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Three special schools which weref}gmined-—the Family Learning Center, the

A New Street School, and the Gibbons Schee I-~have several common features. All
were funded through the New Brunswick Boara of Education ¢ rather than by outside

-~ sources(ln the case of the Family Learning Cente~ and the New Strect School, the

Board is reimbursed for 50 percent’of expenses by the State under the Beadleston Act.).
v All*have a majority of black students in their-population and all attempt to provide

U afull edUcational program for their smdgll.wstuderit bodies. T
] “ H .

LeT i
A

N
-v"'-.‘:'. PR W

~ . ~
- ’ oyt

A
. \ . ,
- Jhere is a distinction between the Family Learning Center and the New Street

School programs on the one hand, arid the Gibbons School on the other. The formet

[} - ’ N
% programs are, in essence, settings for populations deemed by the Gentral Board to

have very special needs: In the case of the Family Learning Center, the population
consists of pregnant hi»g'h school students; at New Street, the population consists of

_—

students who have been labelled "emotionally maladjusted" or judged unable to cope
/

in a regular school setting. By comparison, Gibbons was founded to provide an al~

ternative setting in which a population of grade B average students and grade C average
students could develop their full potential. This population, deliberately chosan to
represent a racial mix, is not in this sense, a group which was defined by the Central

Board as having special educational requirements. The only "special" need observed

is that expressed by students when they apply to Gibbons-~the need to have a different

fy;;e of educational experience than that provided by the regular high school. It should -

’

be said that though test results were not available, the Family Learning Center did
have c(fé tivel) well-developed self-evaluation procedure. o |
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The Family Learning Center

»>

The New Brunswick Services for* School-age Plrrents (Family Learning Center)
provides educational , medig:chI',’ and social services for pregnant teenagers and their \
L - .
infants. The program in its first three years (1969-1972) was q pilot project under

Title Il (ESAA), and is now locally funded. The project is located in its own facility, '
.-/ - . 3

which houses, in addition to classrooms, a nursery and a medical examination room.

»
o

.Student population. In 1973-74; the Family Learning Center serviced 29 stu-

dents ranging in age from twelve to eightean.years of age. Of this populaiion; the ¢
vast majority (25 students, or 72 percent) were black. Eight students in the tatal

population were under sixteen years of age; the others were sixteen to eighteen years

old. ' ' ' ‘ )

“

Residency in the district and a doctor's certificate stating pregnancy aré the

-
v

only criteria gsed for entering the program. Once a goctor's certificate is obtained,
a conference is held at ;i{e secondary school in which the student is presently enrolled.,
The student, school nurse, and guidance counselor confer and an explanation of ser~ .
Xicés of the Family Learning Center is given. The guidance coupse}or sees that the
student's cumulative records, curriculum, and doctor's certificate are turned over to
the staff nurse at the Family Léarning Center. A schedule is designed to continue
the student's regular classes as closely as possible.
-

The student is expected fo attend classes at the Center until the birth of her child.
Two to three weeks after maternity leave, the student resumes classes at the center
for a six-week period and then returns to regular school. Criteria used for returning |I -
_97 3
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. to regular school are: physical and'psychological well-being, beginning of a new

marking geriod, completion of a student and medical post-test questionraire, and a

A

terminal interview. . .

”

3 Staff members consisted of four academic teachers, a project nurse, o commut:ity

"~ counselor, a consulting pediatrician, and-the pr gram‘director. The racial make-u
e \ P the program dirs p

of staff in 1973-74 was four blacks and five whites. The staff was said to have been

4

selected on the basis of state-certification and empathetic attitudes towards pregnant
@
teenagers. :

Goals and objectives. The Family Learniflg Cen_tér's goals were listed in pro-
] b4 ) P

"
~a -~ -
e . . rd

gram literature as follows:

e
°

®
- Student participants will show a 'dropout rate which is signifi&mtlyf low= ,
" er than that for pregnant students in the district prior to"the beginning
of the program. ) .
- Instruction in family life education and the counsélling program will

increase the student's knowledge of information taught in the program. - -
rme g P

- Student's babies, delivered in the program, will be significantly healthier
than the state norm for babies born to teenage mothers.

P -
¢ ~

-

Activities. Staff of the Family Learning Center described the program as ccn~

-

taining ilgsfrucj’ion in regular academic subjects (English, Math, Social Studies, and

T,

. w B ",,Jr » - .
Science) with an added heavy emphasis on a specicél curriculum in Family Life Education.
. 2

This course included two components; one essentially in homemaking (nutrition, food

preparation, and consumer education) and the other essentially in the area of pregnancy

-

and childbirth, - The first component was taughtby a home economist and the second

by the school nurse. Included in the Family Life Education program were breakfast

and lunch  at school, visits to hospital labor and delivery rooms, training in breathitf™ ’

3
-
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. and relaxation techniques for <hildbirth, and detailed information about pre- and /

a post-natcl care. g
Ty

3

In au:fition to classes, the school provided many other services for its sfudents/./
® . . - .

’

.The project nurses's role was to maintain contact with the student's physician--a means.
> of providing some supervision to assure that the students received adequate pre-natal

' care; after delivery, post-udtal services offered by. the school throogh individual and

... . group formats included care of babies ~nd continuing education for the mother. The
P R e .
M community counselor worked w/lth the siudents’ “Families as well as wlfh the students

»
!

------

” .

~ .
Q.

c

x ofe, 0 -
Ny, fare agencies, and community health care foc1|mes. \
N g Y .

Bt

Observ rion. showed classes to be conducted in an informal ofn‘tosphere, primarily

2 VW oLT i
' Y
ona group'-drscussion bgsis. Teachers seemed- to know each student personally and ;
.’(.‘ e "- \: * . -
stated that they-qttempted to_individualize instruction as much as possible. .
Internal Evaluation .
The Family Leqrning Center hc'd‘been evaluated a number of times because of

.Nrf PR

e, stoﬂgrn asa federolly-funded ntle It pfﬂ)t project. For;\l'nf purposes of this report,
At

past evoluonons, an mternol évaluation for the school year’ 1973- 74, student pop-

ulation data, ond other relevant information were made available for review.
) ’ ) N

. The Center's staff reported that during the sever.-year period (1962-1949) prior

P ’

. to the project's existence, all of the 126 known pregnant teenagers in New Brunswick

~scboo|s dropped out. When this statistic was compared with the holding- power sfa- N

. tistic of t\Center for 1973-1974, the project could be viewed as having been

ERiC ' 299 -
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successful in reaching its first objective.

e .
— A staff-consjructed test was administered last year to determine the ext.nt

-
Rt

‘to which the Center's second objective had been met. The results of this test, as -
staff members reported, demonsfratq\d that all students were able to respond correctly

5, \ . . o ) —
and more fully to questions which dealt with reproduction, childbirth, and child care.

AN

The actual test results, however, were not made available and therefore could not
1 1 »

H

be confirmed by the evaluator.

In regard to th third objective, the staff offered data showing that during 1970~

]

1972 in the State of New Jersey, 19.4 percent pf'f/h;a infants born to young women

between ti1e c;ges of fifteen and nineteen were of low birth weight. The school nurse,
repor.ting‘ ébmpbratively, F;cinted out that onl}(ne of the 29 babies born to students
enrolled a} the Center during 1973-1974 suffere H.%J ‘\.Neigh't_‘ deficiency.

. | . N | |

External Evaluction : o e L

. .
3 . Y .
P

v

The data présentgd by'fhe- Family Learning Center, whic}l{fréloted to dropouts,
strongly suggeft/ed that t}\é firsl: obiec-tive had been met. That féu.tcome was parti;:u-
larly impressive if, as the 1970~1972 report implied, 100 percent of pregnant students
could have been ;axpecfted to drop out of school. The Center made a significant
accomplishmen:mc’luring the pc;st year by refai;ing its 29 students through a complete
program and. sending 22 of them (76 percent) back to schooi after they had given birth
to their children, ) _

One comment seems relevant, however, in examining these figures. Though the

New Jersey State Depcriment figure presented a picture of a 100 percent dropout rafe
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, also-continued*fo stay‘oﬁfsﬁﬁfé schools after deli+ cially as some must naye

regarding-an-inerease of knpwledge in Family Life Education, because of a lack of | i

data available. However, the sehool was-observed to-have a very strong program in ) -

school's broader program whlch stressed educahonal programs, supervision by the school™

. s%ud'en ts.

, - 26

for pregnant students in New Brunswick prior to the opening of the Center, it seems

<

questionable whether g_l_! 126 students, having dropped out during their pregrcncies,

been under sixteen years of age. Thls suggests that if there. were follow=up statistics——
on the ]962-1969 population, the comparison (dropout rate of 100 percent for New

Brunswick students in 1962-69 versus <4 percent dropout rate for Center students in

1973-74) vrould be less dramatic. In addition, it is unclear whether the twenty-nine

students in the Center in 1973-74 represented all preanant students in New P- mswick.

s
-

For comparison purpases, it would be worthwhile to.know how many other girls had

become pregnant during 1973-74, dropped out, and later returned ro-school ..

It could not be conclusively.steteq that the school achieved its second objective, ~

this area, staffed by well-trained persons who seemed highly committed to the students.
Birth weight is a star;dard measure of child health, sirxce Ieweight tends _ -
to be hlghly correlated with health problems in infants. Low blrth weight is also
hlghly correlated wuth poor pre-natal care. Thus the fact that only one out of twenty-
nine sfuden*s gave birth to an underweight infant would seem to validate the school's

e

achlevement of its third ob|echve. It also appgars | to be a positive reflection on ihe

nurse, the provision of two meals-a day, arid an adequate pre-natal care program for

» -




Summary and Recommendations

had been quife successful in achieving its objectives. |t reduced the expected

dropout rate among its students, developed and implemented a progrom informing students

———— e

about pregnancy, birth, child care, and home management, and through its educa=

tional and healih services, reduced the anticipated rate of low birth weight babies

.

among its population. Consequently, it is r~ - =mended that:

1. THE FAMILY LEA INING CENTER BE CONTINUED AS A SERVICE
- TO PREGNANT TEENAGERS.

It is felt that the local board should continue to fund this program, . -

which seems to be meeting the needs of its specml populohon ina
umque way.

“* 2. A SURVEY OF NEW BRU,NSWICK'S SCHOOL POPULATICN BE
UNDERTAKEN TO DETERMINE WHETHER ALL PREGNANT GIRLS .
ARE BEING REACHED BY THIS PROGRAM.

~ The Family Leamning Center, according to its literature, makes a
considerable outreach effort, to draw into the program all preg-

nant gtrls. However, there are no statistics available to show | =L

what percentage of pregnart students in the school district actu-

olly attend the program. |t would seem that to justify funding,——
it is necessary to show not only the functioning of an excellent

program, but also to demonstrate that an attempt is being made

to reach and involve all students who could benefit by the pro-~ -
gram,

3. THE FAMILY LEARNING CENTER'S HEALTH EDUCATION

PROGRAM BE USED:AS A CURRICULUM MODEL FOR

NON-PREGNANT STUDENTS,

The Family Learning Center hod‘aeveloped an effective model

of small-group instruction in hedlth and sex education. This

method could well serve as an“instructional model for non-

pregnant students, both female and male, wko would profit

by an opportunity to be isntructed in these areas in an - N
N atmosphere encouraging group discussion and the full shar- . ‘
‘ ing-of questions and problems.
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The New Street School

- & —

The l:léyuf Street School was founded in 1970 as a school for students classified by

a Child Study Team as "emotionally or socially maladjusted," and unable to function

- in a regular school setting. The team consisted of a psychologist, a social wo.er, and .

tems, especially disruptiveness in the.classroom. Before entry to New Street, the

—————a-learning disabilities specialist. The school served a small population and offered

a high school diploma.

Student population. Staff members stated that most youngsters who came to New

Street School originally were referred by the sending school because of behavior prob=

students were evaluated by the Child Study Team. Theug'sthologjcal , achievement;

- Pt .
and infelligence tests performed by the Team, dnd the youngster's records accompanied
- N < 7'\1""

him to the school and were used to develop an individualized program for the student. '

Staff members at New Street stated that though the students were labelled /

A"e'motionézlly disturbed," they themselves saw most students as youngsters whose primary

problem wes a pgorﬁsei?-image and a tendency to "overreact' to the demandsand

<

tensions of a regular school setting.
Because students were added fo the school rolls during the year, and because

. A N
students sometimes left during the year, the population fluctuated. In 1973-1974 ’

the. school enrolled a total of sixty=nine students; however, in April, 1974, when the * -

- researcher surveyed the school, there were only fifty-nine students attending. These

students ranged in age from ten to nineteen and were mostly males (49 out of 59 ) .

students were males).

—
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At the time of the survey, forty-six students {79 percent of the school population) -

were black; ten students (17 percent) were white; and three students (4 percer t) were
Hispanic. The racial composition of the school was thus at variance with New

' Brunswick schools as a whole, in which the 1973-74 corresponding percentages were
50 percent black, 35 percent white, and 15 percent Hispanic. When asked about

the high proportion of black students in a school for youngsters labelled "emoticnally

I p

disturbed” or "unable to cope, ™ some sfaff stated that-they-felt-black-students and___

e e ]

-

other minorities were subject to different disciplinary standards in the regular schools.

Others pointed to what they considered economic and social factors among blacks which

N < -

they felt might produce a higher proportion of “acting out" of youngs‘férs in the schools, ~

The student population was served by a professional staff consisting of a principal,

nine full-fime teachers, and two part-time teachers. The teaching staff”y:{g caid to
, Y
have speciol education backgrounds and the principal was a former}}.ennediai’g school B

administrator. The racial composition of the teaching sfaff in 1973-74 was six whites 3

g

and five blacks; the principal was white. The New Streetj‘a/f/f's racial com;;osition ce A

o __ was substantially at variance w'uf_féﬁ:se of gther schoolj/i/n New Brunswick: at New

_ Brunswick High School only 16 percent of the stuff‘)vés black in 1973-74, as compared
to 42 percentat the New Street School.' TheVP,"i/ncipal stated, however, thﬁt race was
not a criterion in hiring, but that he Iookbci primarily for "warm, concerned teachers. "

Goals and objectives. The objectives of the New Street School were formulated

by the school principal as follows:

- To develop ‘self-worth and identity. ’

’ ) ' N
- To develop attitudes and skills essential for building improved social .
“ relationships. . )
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—To-develop an _ah_rjbs'phere conducive to trust and self-expression.
- To develop maximum academic abilities for each individual,

- To develop basic skills and behaviors necessary to qualify for and
and hold a job.

Activiiies. At the New Street School, students were grouped by age ard placed

in small classes of five to eight pupils.. Here they remained with one teacher for the

’énﬁre school day, which began at nine in the morning and ended at one in the after- 2

2

departmentalization, and all subjects were taught by the same teacher. Observation

showed students working_in an "open classroom setting," individually or in pairs-~
reading, doing ;nath problems, or working on an art proiect--:os teachers moved around
the room assisting themﬁ. Teachers stated that group instruction is als‘; given when
working math pr'oblem; on the board and during a "rap" session on;fopibs‘ of interest,

’ Teachers stated that they attempted to invoi‘ve students in schoolwork by help- A
ing them develop and pursue their own interests, as well as helping students find -
materials appropriate fo their interests. Out=of-school trips were also arranged for

i

students to pursue their interests in the community, -

In addition to instruction in academic subjects such as reading and English,

Math, Social Sfuaies, and Science, the school offered "exberiences" in Art, Home

\)

Economics, and Physical Education with the assistance of part-time teachers. The

school had a therapy group run by a psyéhologist from the Rutgers Mental Health
Service, .which students could attend voluntarily., Teachers had a counselling role 2

with the youngsters, giving continuous feedback on their behaviors they made home
K] - N \*
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visits, found after-school jobs for the students, made themselves available for indi-
vidual help with work after the schoo! day, and brought youngsters to school who

were chronic late~comers.

Internal Evaluation A

- —— o tm—
- f.

-

Theré appeared fo have been no formal internal evaluation done on the New

- -

Street porgram during its four years of existence. There was no regular testing pro-

P
cedure for all students, and neither the school itself nor the Central Board seemed ‘o

»

have attempted  to assess how well the school was achieving its stated goals. Nor

did it seem that there was a careful follow-up of students who returned to'regular

%

schools; there was no procedure fo measure the impact the New Street School had

~

made on them. . ' X . . - .

The Principal stated that the Child Study Team had met the legal obligation to

_re=test all students three years after their enrollment at New Street School. However,

[N

approximately only sixteen students had been tested, due to the turnover of student

1Y

enrollment. The test results for these sixteen students were not made available *to the

researcher,

External Evaluation - 5, ¥

-

From available data and from observations, the New Street School program
appeared to have a number of weaknesses, some of which were conceptual; others
. 2]

were related to gops in materials and resources.

’
‘ &
e

The New Street School served a population which had been designated as unablé

to function in regular schools, due to a variety of emotional problems=-suggesting that the

¢
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progrom had a strong orientation toward_ helping students confront adjustment prob-
{

lems. This; was not apparent at the New :reet School. Though it was stated that -
a psychologist from the Rutgers Mental Health Service ran a therapy group, this wiis.\
the only professional service which the\school pro;/ided the students in the area of
‘cogn§e|luing, and it was stated that attendance in the group was voluntary, Further,
there were contradictory reports as to whether, ard how frequently this group met and
how often the psychologlst was in the school Other than this part—’trme consultant,

the school staff mcluded no specrallsts in the area of guudance or counselling. From

-

interview data, however, it was clear that teachers were expected to do a considerable

amount of informal courise"mg in ac{drtro'n to\their teaching duties. Their job,

stated'by the Principal, was to develop a "close one-to-one relationship with the
’ . e . C

students, " and it was hoped that students would begin “to confidé in the teachers

and learn that they could discuss their problems wnth someone, rather than merely

s

"act out." A

The school atmosphere reflected an attempt 1) deal w1th the-youngster's probléms

e,

_by llmxtmg the pressures experienced. There were few rules, and drsc1p||ne, wh||e not )

“ldcking, seemed relaxed. According to teachers, homework was rarely given and stu-
dents who refused to work were not pressured to do so. In practice, these informal
approaches may well have had o pesitive effect. Both teachers and students asserted '
that over a period of time, cle.se relationships did usually develop. Students inter-
viewed stated they felt éoui‘tj hlk to their teacher about personal problems and also
about gripes rzgarding the school. Halls and classrooms in the school were quiet,

even when students were working together, and pleasant, warm relationships seemed
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to exist between staff and students, who usually called each other by first names, .
Although there moy have been no pressure to work, many’s?&gé'ﬁ"té”vief:e obser/d
working independently of supervision.

The question still existed, hom‘/ever, whether this approach to helping the students
was all that the New Street School should offer. It would seem to place too heavy a
burden on teachers who already had to work with a population which, though seem {ngiy
of average intelligence, was said to enter the school many grades behind in academic
work. In addition, the lack of a structured approach toward achieving such school
goals as "improved sellf-image" and the development of "skills needed in social rela-

tionships" abpeared to leave achievement of these goals somewhat to chance. Itwould

also seem that the school could profit by having a specialist on staff to plan fully and

offer a regular counselling program directed to each student's needs.

For the student and the system, placement at New Street is an administrative - -

step falling between expulsion-from regular school and placement on Home Instruction

._or in a more specialized setting. 1t is possible for students at New Street to return

to the regular schools. Criteria for this step, according to the schoo! principal, are

(1) the student wishes to return fo a regular school, (2) his teacher a;d principadl
consider him reaciy ¢ and (3) the transfer is approved by the Child Study Team.

A number of students did return to regular schools, as is indjcated in the following

table, which shows the direction of student moveménf after leaving New Street.

. —

-
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Table 7,2
Destinations of Students Leaving tie Nev; Street School
From 1970 to 1974
- School Yeor ‘
Destination 1970-71 1971-72  .1972-73 1973-74
Regular Disirict School 7 - 6 2
Moved \ - ' 4 2 1
d)urt Placements - 2 2 4
Withdrew to work 2 - 1 4
State 'ﬁ'c{ining School 2 - -I -
Drug Centers ] - - -
ey Do L
Home Instruction - 3 2 -
Job Corps - - 3 -
Graduated . 3 1 1 -
Diagnostic Center 3 .- ] )l '
Fomily Learning Center - 2 1 -
"\ Total 18 25 19 12
‘ \‘([o\tal Enrollment) (78) (73) (70) (69)
e 309
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A raiher small number of students moved back into the  “"mainstream" from New
Street exery year. In the 1973-74 class, the Principal reported that fifty-one of
sixty~nine students enrolled (74 percent) had been at New Street for one to three

years, The composition of the class by length of stay at the school is;eporfed in

Tabie 7.3.
Table 7.3

Length of Stay at New Street School

e

In New Street for 3 years or more: 16 (23%) *
- In New Street for 2 years or more: =~ 17 (25%)
In New Sireei for 4 year or more: 18 (26%)

In New Street for less than 1 year: 18 (26%)

TOT'AL STUDENTS . 69 - (100%)

Given this information, and given also the fact that the student himself was alowed

veto power over any transfer back to the regular school, it would seem that the school

may have no real policy for sending its students back into a regular school setting.

The length of stay in the school might not matter if it did not seem that by remaining £
at New Street for several years, sn.xdenfs were deprived of many services é‘;??o‘?f;ble

to their peers in regular schools. New Street h&d some very severe gaps in progrcimming
and resourc‘es. |

s>

The New Street Schoot-Prificipal stated that the-schoal's fifth objective was

e e ——— e

"to develop skills and behaviors necessary to qualify for and hold a job.” There was,

however, no vocational program operating in the schaol, Observation confirmed
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statements by the teachers that there were neither materials nor specialists in trades, .
crafts, c'istréi_butive or ‘business educglion in the school. The school had no vocationa!
guidance co%hselor and no "career experience" program. l-\lew Street staff stated t-at
Ne\r;/ Brunswick High School has a well-developed vocational program but that New
Street students cuu:r;antly did not participate in it. .
The absence of any program for vocational skill deveelopment or career orientation
would seem to be a véry se. ous weakness in a program enrolling a largely adoléécgent
population, including a number of students aged eighteen and nineteen. Teachers ~J
stated that they found that the lack of a vocational tie-in to schoolwork made it dif-
ficult fo motivate students to work on subjecis that seemed abstract and remote f’rgm
such tangible rewards as; getting a job and making money.
Classroorr observation at the New Street School showed a minimum of materials
in the rooms. The rooms were quite bare, though cheerfully painted (by the students,

according to the Principal) and had few books in them. Wall posters were the same irf

most rooms. Essentially, the only materials observed in usefﬂere remedial in nature--

L - 2
i

readi;xg and math workbooks. Though social studies and sc;s‘ence materials did exist
in limited supply in the school library, few of these materials were observed in t‘he
clo’assrooms(. These texts, however, seemed to be geared to a readership much younger
than the population at New Street.

Teachers confirmed that materials in the school were in short supply due to a
fimited budget. Ti-uere were said to be other shortages: of books, per;cils and paper,
of art supplies, gym equipment, and social studies and science related materials,

-

Teachers who had been in the sthool for a number of years said they had spent a good

o 311
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deal of time "scrounging" and "hoarding" maferiats-for_the school. They stated that

the shortges limited what could be taught, and also posed a situation where students

who had beer in the school for several years had to re-use materials they had already

reocd, ¥

: <

The apparent severe shortage of materials made it questionable whether the school,
- N\
as'presently equipped, was capable of meeting its commitment-=Objective ¥ 4; to de-
velop. maximum academic abilities for each individual. In addition, the lack of materials

places an obvious strain on staff morale and energies.

k]

Summary and Recommendations

The New Street School staff impressed the researcher as a group that was hlghly
motivated and. com}nted to the students, and to individualized msfruchonal met"ods. e
Students who were interviewed were n]ostly.enthusiasﬁc about the school. However, -
exam}nation of the school's aperation made it clear that as presently operating, the
school wasnot giving adequate service fo its populatior_x in most areas. The most obv{om‘

inadequacies were in the lack of appropriate programs and staff, the lack of instruction- -

al materials, and, especially, the lack of a clear concept of what the school is supposed

/6 be doing for |M/Lt,@ recommended that:

1. - THE PROGRAM BE STRUCTURED FOR ACTUAL IMPLEM ENTATION
OF ITS STATED GOALS.

;.
r

. At present, there is no clear policy regarding the student's status at
New Street School; no assessments are made to determine whether
a student's stay is temporary or permanent. Students are apparently
allowed to remain in the tchool as long as they choose, irrespec- -
tive of the fact that inadequate programming is damaging their
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chances for futuressocial and economic viability. The lo-
cal school board has an obligation to provnde an adequate
educational and counselling program in the New Street
School. Whether the school is seen as-a temporary place-
ment or as a permanent placement (through graduation), the
program needs to be entirely revamped for successful reali-
zation of its stated goals.

%

THE SCHOOL BE PROVIDED WITH APPROPRIATE MATER]ALS
FOR A FULL INSTRUCTIONAL PROGRAM IN ACADEMIC AREAS.

As noted, the school was ill-equipped to provide a full academic
program for its students. Though "budgetary shortages" was given
as the reason for the lack of appropriate academic materials, it
is unlike -/ that the goals of the school would be achieved with-
out such necessary equipment, Co- 0

AN EXPERIENCED, FULL-TIME COUNSELOR BE INCLUDED
IN THE SCHOOL PROGRAM,

Though emotional problems are said to be at the heart of the stu-
dent's behavioral and academic problems, thete is, as noted, no
full-time professional counselor working with the students in the,
area of emofional growth, A counselor experienced in working
with youngsters who exhibit behavioral problems should be hired
immediately to develop a program of individual and group coun-
selling. The counselor would plan ways of promoting behavioral
and.attitudinal change among the students,. make referrals to .
outside agencies, and give support to the teaching staff by
allevmhng the extra burden of counselhng students,

.
Al

THERE BE DEVELOPMENT OF A VOCATIONAL/C ER . o
PROGRAM IN THE SCHOOL. -

The ommission of vocational or career-oriented programming
is a very serious weakness in this school, which serves a
largely adolescent popuiation. The school should hire a vo-
cational spegialist who could: a)establish a liason with New
Brunswick High School, enabling New Street students fo
attend classes there in business and vocational careers edu~

"cation; b)assist students in career exploration through coun-"

selling and "career experience" part-time jobs in the com~

3
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K munity; and c)conduct, with appropriate equipment, one or
more business-related ¢lasses o~ the New Street School.

“The Gibbons Schoo!
The last program to be reviewed is that of the Gibbons School. Though Gibbons,

‘like the Family Learnjng Center and the New Street School, serves a small population

[ ) et N \ . : . . . [ ’
in g setting separate-from the rest of the New Brunswick system, it differs substantially

°
-t v

from the two\othe7 school programs previously'described. Founded in 1972 a;‘ an

annex to New Brunswick High School, itfis now an indépendent "alternative" high

?

school in the system, supported by local e ‘ol"_i‘onal monies. The school's program

stresses institutional flexibility, a diverse student body, the use of community resources .

et

in education, and curriculum innovation.

Student population. Students are dccep*ed for admission to Gibbons twice edch

year, in September and February, after a lengthy admission process. Several groups
Rarriéipate in the entrance procedure. First, the applicant.and his(@nust Fill-
\. - - R - A}

out an application for enrollment, describing"\;r‘hy the student wants to attend the schooi.

Wt

The school also requests information frem the student's guidance counselor. All appli--

-

cants are then interviewed twice==by-~g teachér or by the Gibbons principal, and by

< ) ooy )
a Gibbons student. Finally, each applicant is ratgd by the interviewers, with priority .
given to students who exhibit internal motivation'and a sense of maturity. 1n 1973-74, °

the school enrolled si‘xtykstudents in grades nine throjgh twelve. Most students had

average grades of "B" to "C" prior to entry. In 1973-74, thirty=five of the studenis

314
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teers J(o had previcusly taught in the New Brunsvrick system, Their licenses were

hd

. and vary; everyone, from the Principal to the students, is called by the first name
L} bl

.time-and three part-time teachers.~Five of the teachers were white, three were black,

290 !

P

were black. ‘ ,
. , . -

The staff serv.ing these students in 1573-74 consifted of a principal, five full-

and the\principal was black. _ Staff was said“to be hired after a process"'involving separate

interviews'with the Gibbons principai, teachers, and students. Teachers were volun-

o

reported to be in the major high school subjects-~English, Math, Science, Social

A

Studies, and Foreign Languages. ' 3

‘Goals and objectives. The Gibbons School was specifically created fo offer its \

)

i

students a different kind of high school experience.’ Its goals, derived from discussions @ =~ "SI

with the Principal, were stated as follows:. .

AN

=, To develop a wholesome self-concept :mongst students from various back= - e

v e nneeen QPOUDES C~—
< To provide for individualized instruction, |
- To involve the student and community in the learning process. )
- To utilize methods which ensure accountability in the educational process.

X .

Activities. The Schoo! borrows many of its temd*a =raaches from the
Activities. b Y q pr+aaches from

———

humanistic concept of education, which asserts that cognifive learning is facilitated - N

>

by a positively toned educational er. /irenment. Relationships, therefore, are informal

7

though there is acknowledgement of the different roles needed in theschool. To

further break down communication wails, Gibbons assigns students {o "rap groups"--

smail student-teacher groups which focus on group attempts to solve personal, aca-

- / ' * i.L

Tt
1

\f
N
-
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demic and school-wide probl:ns. All students and staff have, in addition, the right

to call an All School Meeting to bring up a1 issue of special concern. Such a structure's

aim is to increase the student's feeling of self-worth and emotional control of his en-

vironment.

W

Classes are small (teacher to student ratio equals one to twelve) and individual- .

ization is a goal of the teaching staff, The Gibbons curriculum is partially subject-
- ‘ 3 «

matter oriented and partially theme-centered: a World Literature course is part of the

S 3

former, and the Urban Communities History course, which uses the New Brunswick

5

community’as its classrodm, .is an example of the latter. The School cannot offer a

1

full range of courses because of its small staff size. Therefore, some students shuttle
to New Brunswick High School to attend selected classes there.

Gibbons students are required to take a large responsibility in bothc the sub-

o
* ——— T e

. stunce and the direction of their education. Some courses are purely independent
study; credit for these is granted on the successful completion of a student-teacher
contract. Further, each student critiques his courses at the end &f an e'\ght week se-

quence so that staff can make curriculum improvements.

’

. Parents are also said to have a role in the life of the school: Gibbons has o

’

permanent task force of parents who assist in decision-making; parents have been in-
strumental in the school's various fund ard donation drives; and the school encourages

i

parental-school contact--parents are free to attend classes without an invitation or

i :

appointment.
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Interi.al Evaluation
As previously mentioned, Gibbons has a number of mechanisms which were insti-
tuted to provide a means for continuous program re~direction and self-analysis. These
= - " include the ‘ollowing procedures: : - ,

a) . Students participate, with instructors, each semester in a formal ! )
written evaluation of each course and instructional activity o’
undertaken. This includes a descriptive evaluation of student
progress by teachers which serves as a report card, a commentary
on the course's strengths and waaknesses made by both teacher
and students, and a critique of the teacher's work by studens.

b) - A standing committee, the On-Going Monitoring Committee,

- which consists of parents, students, staff, administrators, and

e community representatives , meets.cegularly with the ceniral 7 )
* administration to review and evaluate Gibbon's existing §
program.
The school. also uses the "rap groups" and All Schoul Meetings as forums for program
adjustments and suggestions. iNone of these procedurés, however, have been uti!=
ized to deveiop a thorough, formalized analysis of the school program in terms of its
objactives. ' .
. ‘ ) )
Exiernal Evaluation ‘ )
- o
. {
The Gibbons School has been effective in some areas, however, as the Principal -
stated, the school was weak in the area of individualized instruction due to a lack of
teacher training. Essentially, the school attempted to provide a "different" (unstructured)
type of educational experience for high school students, Though the staff was highly
motivated, there was no guide for qualitative measureément of student outcomes under

L
3

this approach,
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Although the school aims for accountability, accountabilii’y is apparently limited
to providing an "alfernative"' atmosphere rzther than to prbmoting"some sort of measura-
ble change or .Agrowth. in student Eehavior, ar. tudes, and sk-ills. This is not to %mply
that the éibbons staff i;ails to promote educational or personal growth, but rather to

suggest that, in a school which has accountability as an important goal, some means

of holding the school responsible for specified student outcomes should be utilized.

y

One means for measuring a high school's accguﬁtability is to ensure that stu- .
‘dents are prepared to move on to higher education or productive ‘work affer' graduation.
Apparently Gibb;:.ns has in fact been preparing students for such steps. Acc'ordir:ig to
the school, all of its first ten graduates went on to some form of higher éducation:
one to -l;':usiness sci'nool, one to nursing school, and the rest to college. Half of these
studen?s were said,. by the staff, to have entered Gibbo;zs v;/ith no realistic plan or de~
sire to continue their educ;tion after high)school.l This appc;rently is an achievement
and undoubtedly reflects efforts made by the school.

The Gibbons School is located two and or}é-half miles from the New Brunswick
High School and seems to operate not only independently, but somewhat in isolation
%rom the larger school. This would seem to be a disadvant:é:ge for the Gibbons students
who. are using the faciiities and programs of. the larger ;chool. in 9dciiﬁon, the New
Brunswick faculty is not benefiting from any innovations in curri“culum and teaching

:

methods which may be part of the Gibbons program. It would seem that an alternative
school should have a function of serving as a model and testing ground for new instruc- '

tional methods, but this will not occur unless there is contact and intervisitation between

the two faculties.

- | o 318




Summary and Recoinmendations

The Gibbons School staff impressed the researcher as a group which, with a
limited budget and resources, has demonstrated an effort to provide an alternative
form of education for its population. All of the school's first graduates entered

higher ‘education programs ond the school is apparently capable of motivating its

3

"average" students to develop their full academic potential. It is recommended that:

€ +

5
t. SCHOOL OBJECTIVES BE RESTATED IN TERMS OF DESIRED
STUDENT OUTCOMES.
: 5 _
Though the school has made an attempt to beé;""accountable", the
school's goals for the most part defy an atfemptzat assessment and
measurement. To ensure accountability, the Gibbons staff should _ ,
re-state their objectives in terms of desired student outcomes, at - ' Ty
. least some of which would be measureble.. Outcomes might be
s . phrased in terms of academic progress, prepai ation for life after .
’ ' graduation, and personal growth as seen in the assumption of re-
” sponsnblhfy and participation in the school. Restatement of goals , ~
in this way, would ensure continuity in staff direction towards
implemertation of the program; it would create a means of self-
evaluatian;, which is iacking in the school; it would suggest a
method of measuring goal ach|evementvand it would, in part, e
> ' hefp create a "better" type of ec.ucahonul program, rather
% than a merely "different" educational experience,

o Y
5" 1R 8
<!F§’:. o

t

- S e

S

ey
ii;n:';:':

2,  THE CENTRAL BOARD AND THE GIBBONS STAFF WORK
TO REDUCE THE ISOLATION OF THE SCHOOL.

In view of the fact that only 25 percent of Gibbons students
were said to be utilizing programs of the high school, though
more could undoubtedly benefit from this, it is felt that the
administrators of both schools should meet to determine how
institutional cooperation could be increased. Increased
utilization of New Brunswick High School programs and
facilities is an area for discussion; another would be increased
cooperation and sharing of ideas and techniques between
Gibbons and New Brunswick hugh school staf, through
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seminars and inter-visitation.

r

3. [NADEQUACIES IN SBACE AND MATERIALS BE CORRECTED.

In view of the shortages of materials which were observed, the
school's budget should be increased to provnde for greater
_ numbers and varieties of materials and resources in the school,
In addition, movable room dividers should be installed to elim-
~ inate distractions in the Gibbons annex and provide some
privacy for students and teachers. .

Other Special Programs

3 " A 1
. LR -\ .
As indicated earlier, some of the special educational programs were not ev<:lu;;:w :
/

/

ated by the Teachers Coilege research team. When the reasons /Were given for not -

5 e

evaluatmg thent, .however, -it was clearly stated that thelr myértance should not be

_minimized. There were four such programs that appeared fo have the copabltg/of

-

being exfremely |mpactfu| and which seemed to address themselves to many of the issues
, o .
this study ralsed One of these programs, The Educational Reform Program, was in its

% AR

infancy at the begmmng of this study and had not been subjected to any systematic

appraisal. The otheﬂr\‘t‘hree (Bilingual Program, ESEA-Title | Program, and the Career

» ‘ ) .
> Education Project) were opérational in the Fall'of 1973 and, during the course of that

school year, were being assessed by three other external evaluating agencies.
Even though these programs were not critically examined by the Teachers College

research group, they were viewed as being important enough to make the study incom~

plete if no report were made of their existence and description as well as the direction

in which they seemed to be moving. In the following review of the four special programs,

. 320
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the discussions are based primarily on the reading and examination of relevant
1

As
'

materials, internal reports, and external evaluations,

The E&ucational Reform Program

The educational reform activities did not represent a special program as such
but, instead, reflected efforts which were made to effect an educational restruc~
4

turing which would be impactful for the total school population.

The 1973-74 school year brought with it the introduction of Superin.tencient

* Charles Durant's Educational Reform Program. Based upon the experiences gained -

~

from designing‘individu‘albuilding projects acéérding to teacher-dgfined needs--
where outcomes Werg stated in.behavioral terms--a new mode of instructic;nal plan-
ning was launched in September, 1973. The vehicle of educational reform was to
be referred to as the Behavioral Ovtcomes Learning Unit Plan. The apphc.c;t;o;x:)f
this new.approach to instructional planning was to involve every te;cher‘at every
grade level in every school. of t‘{fe district--pre-school through grade 12, [t was
have a direct impact on every student in the New Brunswuck Public Schools. {
The Learning Unit itself was composed of seven sections: Prefaceg Content
Outline; Cognitive, Affective, Psychomotor Processes; Statements of Specified
Objectives; Insiructiona{ Sh'ateg\ies and Procedures; and Pre c;nd Post Tests. The
ultimate goal of the reform effort was to achievé s through the application of the
learning unit, a more highly individualized instructional program. By specifying
outcomes in terms of observable and measurable behavior, a system of accountability

would be introduced which would hopefully provide an. instant reversal to the

[N
|




297

steadying decline in pupil achievement as reflected in standardized test results over
the{lp.ast, ‘ew ’yearhs.‘ The new planning methodology would introduce a diagnostic-
pre_sclriétive process which would acknowledge the individual differences among
léarders and rake accomodations for such variables in the teaching-learning activity.

Pre-tests would serve to assess and diagnose, students' learning statuses and entry

7

levels, and instruction Would be provided in a customized fashion--tailored to meet

v

the needs and styles of eack learner. L0

The' 1973-74 school yeor was one of developmentai experiences to introduce

the above concepts and procedure to the district's teaching staff. Each. teacher was

scheduled fo feceive seven hours of specialized in-service training per month; each

14

month focused'cn a ‘specific topic related to the construction of the learning unit.
Special consultants and speakers were engaged to introduce sophisticated topics to

the faculty. These persons, of national stature cind reputation, covered such topics

>
1t

as Cognitive Processes, Cri;erion-Referenced Testing, Behavioral Outcomes s Indi-
vidualizing Instruction, and Pupil Evaluation. As teachers recei{ved suzh training
- they were expected to apply the principles and elements of the process into oper-
ation. This, of course, referred to the learning unit.ﬂ

All teachers were required to initially prepare one learning unit for a six-week
period. As the year progressed, the number increased to four classroom preparations.
All units were revéewed with a written response by the teacher's immediate supervisor.
Those with apparer;t weaknesses were resubmitted for a subsequent review, 1t was

'

clearly stated that, as part of a ccmmitment to a year of development,no teacher's

H

employment status in the district would be dependent upon his or her performance

322




298

with the learning units in the 1973-74'school year. Teachers were observed in the
classrocry with the use of a new Instructional Process Form, and data was collected .
on pupil pe.formance according to achievement on instructional objectives,

The completion of the year of reform planning was culminated by the following L

accomplishments: the specification of behavioral objectives for every course and

subject in tbe district from Pré-K through twelfth grade; the development of an

nstrument for assessing the application of the learning unit in the classroom; the .

.
-

gy

award of a State Validation grant to the district to evaluate the effectiveness of the <

»

program in achieving its objectives; and the receipt of funds to conduct two summer

workshops where model learning units would be developed for district-wide teacher

-

utilization.

8

In addition, the authorized objectives became the-basis for the planning of a

— b

uniform systern of grading and reporting for all students in ;Le district. Progress re-

ports were deQeloped to reflect t.l‘\\e specific obiécfives to which students were

exposed during a given marking period of ten weeks duration. Achievgment of -
satisfactory F;rogress on ‘each objective was predicated on successful performance on

a post-test with additional variables providing the basis for quality grades. This sys-

——

tem enabled the school to incorporate a process which accounted for district-wide

standards and criteria with respect to student achievement Although this was pri-
marily a criterion-referenced system, a conversion table to compute a summary

peiformance grade was developed for the secéndary level (grades 7 through 12) to

permit the reporting of letter grades,in a mode which was familiar, to institutions of

higher learning, employers, or others who might request them.
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x

For all district staff, the 197374 school year appeared to be one of great

-
»

turbuler ce and dramatic overhauling. Every teagher end administrator seemed L - -
directly in. »lved in the process of reform, and the impact was probably felt through=

out the entire school system. This change of direction was designed to be a total

- »
. a

comprehensive effort, and for'the 453 teachers in the district, the year provided an
opportunity for sarticipation in a systematic and meaningful instructional change

effort.’ CL g

The Bilingual Program *

During the school year of 1973 1974, New Brunswick's Bilingual Program was
mmed at providing better learning opportunities for 658 youngsters who came mostly
from a Spamsh-dommant language background. Componpents of the program were at
different grade levels and supported by both local and external funds. Definitive \

" data on.the program is contained in Table 7.4 . ) _ - |
The largest program compo<nent, the K;-2 organization, was referred‘to as the .

. New hrunsw%ck Bilingual-ﬁ“rqulfural Program-~Integrated Model. This program was
funded primarily out of the basi¢. Board of Education budget with supplemental
assistance drawn from the federal government's Title VI| vprogram.‘

The New Brunswick model of bilingual education attempted to insure that non-
English speaking students would have ample opportunity to be integrated with the
English-speaking; n?ﬁvg-born students in both instructional and non-instructional

activities, The strategy of integration provided bilingual instruction for English~

dominant and non-Eng “sh-dominant pupils and for both groups to be taught the
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dominant language of the other group,

Table 7.4 ot

Bilingual Program Data

\
Component Number of  Building(s)  Number Funding
Students Involved of Staff  Source
Involved .
Grades K-2 340 Bayard 15 Title VII
b Livingston LEA
Hale
Washington
ESL (Grades 3-4) 110 Bayard 2 Title |
. Livingston “
) Sterling
Washington ‘ ,
Bilingual
Instruction
Grades 5-6 45 Roosevelt 2 Title||
Grades 7-8 48 Redshaw 2 . LEA
Grades 9-12 135 NBHS 3  LEA
Total 678 24 T B

Bilingual classes were formed in keeping with the criteria used for other classes
(size, age, sex, ethnic composition) and the added stipulation of fifty percent English-

dominant pupils and fifty percent of pupils who spoke languages other than English.

Participation in the program was voluntary for both groups.
Each section was housed in a standard classroom equipped with learnirig materials
equivalent to other classrooms in the district. In addition, materials had been pro-

vided to adequately support bilingual = bicultural learning experiences. A bilingual
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v

&
teacher and a bilingual paraprofessional aide worked together in each classroom.
i
o
The objectives of instruction were:

- - to foster' bilingual skills by teaching academic subjects in the native
language and gradually introduce them in the foreign language;
begin instruction in the subject areas of mathematics, social studies,
and science, in mixed language, so that Spanish-speaking and
English-speaking pupils will be able to comprehend basic concepts;
give small group and/or individual help, in the vernacular, to
pupils expériencing dlfﬁculty (to be done by the teacher or the
bilingual alde) . . -

- to develop bilingualism by teaching foreign language skills system-
atically: An ESL teacher provides basic instruction in English for
the Spanish-speaking students thirty minutes daily, using an aural-
oral approach; during the same thirty minutes, the bilingual
classroom teacher provides Spanish for the English~speaking pupils
in the class. :

- to develop a phonetic reading curriculum, correlative to the regular
curriculum=-=teaching pupils to read and write in Spanish and English,
simultaneously; pupils who manifest difficulty receive reading
instruction in their dominant language only. o

- to develop bicultural understanding and a strong self-concept: all
bilingual teachers stress Puerto Rican and Afro American culture in
daily social studies lessons; special holidays--Puerto Rican and
Afro American--are celebrated with parent involvement.

The 1973-1974 program in grades one and two was evaluated by Bernard Cohen

Research and Development, |pcorporated , under contract to the Board of Education.
One of the concluding remarks in the evaluation report was that, "...the external

evaluators feel that the New Brunswick Jilingual Program is well on its way fo be-

coming a 'model’ effort."]

1. Bernard Cohen Research and Development, "Final Evaluation Report of the
New Brunswick Bilingual Education Program, Title Vil, 1973-74," New York, N.Y.
1974, p. 52,
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The Title | component at grades three and four involved providing small group
instruction jn English to students whose do1 inant language was one other than English.

Two itinerant teachers worked in four schools wvith 117 students to develop their skills

3

&

“in this area. The evaluation of this activity (including grades five and six) was
included in the report prepared by Chprles L. Wilson and sumniaried with ;};e .sfatemenf
that "The wealth of missing data on crm::al aspects of the project render xmpossuble
“any assessment of overall project effechveness."z

The secondary level progrcms (grades seVen‘through twelve) were totally
5upported by the Board of Education. They were self-contained closses in which
students‘were tcught the basic subjects of English, Mathematics, Science, and Social
Studies in a bilingual format. The effectiveness and appropriateness of this format

had not been evaluated by an external agency nor had it been formally assessed by

staff members. . i

L ] L

£

The 1973-1974 New Brunsw:ck ESEA Title | Program prov:ded servmes fo l 026

e

students, ail of whom were enrolled at the prlmary and intermediate grade Ievels.

. [
! 9 , * - b

The program, whiéh focused on_a c0mpensafory effo_rt,“ concentragted its activities in

AR

five areas: Remedial Reading, Remedial Mathematics, English as a Second Lo,ng»Uqge '

Pre-School, and Day Care Center~Leaming Assistance, - . e

\ M s ©

I

2. Charles L. Wilson, END,’ Inc., An Evaluation of the Title | ESEA Program,
New Brunswick, New Jersey for the 1973-74 School Year," Rockvulle, Maryland,
August 5, 1974, p. 24, "

e 37

RSN

P




- "tg ‘ \
, ,
) 303
In Table 7.5, specific programs gnd,‘some of their.pertinent statistical data are
- giyen;‘ o . - T l N ‘ R
’ ' . [y - . N
: } ) ) - ‘-
. Table 7.5 ~ -
ESEA Title | Program Data Lo "‘ .
o Number Number - Number '
. of . of - of .
- Component Students . Schools, Tgachers ’ .
y . Remedial Reading ©~ 423 9. . 12 ’ .
Remedial Math 259 7 8 ' '
EsL 220 . 4 - 2 L
” Pre-School 107 4 4.
Day Care Center- ‘ .
Learning Assistance 17 1 1 PR
Totel 1,026 9 27\ ‘ N

Each of the components had its particular objectives, and the exter&oyh’eﬁ

they were inet was determined by the evaluation of Charles L. Wilson,3

.

~

Remedic! reading. As a resuit of inclusion in Title | remedial reading programs - .

- for nine and one-half months, the parficipants were to display growth in wond attgck \J

Y

skills as measured by the vocabulary r:fe'\'/elopment portion of the California Achievement Y

Test to the following levels by grade:

o

-

3. Ibid,




|

\

1st Grade ’12 months

2nd Grade 11 months
3rd and 4th Grades 10 months
5th and 6th Grades 13 months

The identified remedial readers were to demonstrate “rowth in comprehension

skills, measured by the Caiitornia Achievement Test as follows:

Ist Grade 87.3 percent effective

2nd Grade 100.0 percent effective

3rd Grade ~ 61.2 percent effective

4th Grade 60.5 percent effective o
5th Grade 36.5 percent effective-

6th Grade 84.4 percent effective

Remedial muthematics. As a result of remedial mathemaiics instriction, the
participating children were to display a medn growth <;f c;ne year in problem-solving
and nine months |n concept development, as measured by the California Achievement
Test. Wilson's "eport indicated that the objectives were met by 100 percent, except
in the sixth grade where the effectiveness was stated to have been 84,4 percent.

Erglish as a second language. The 220 non-standard English students, as a

result of ESL instruction, were expected to muster acceptable approximations of
L]

Standard Amg‘rican English as measured by:the Condon-Wadsworth Diagnostic Test and
a teacher-wide test and/or checklist.

At the end o.f nine months of instruction, eight-five percent of ESL students were
fo have shown cognitive development equal to or greater than that of a controlled

4 . .
group, as measured by the Inter-Americca Achievement Test.

¥
4. Control group was defined as those eligikie Title | students of the same age
and class designation who could not participate in the program because of size, scope
_and quality, and incidence of the severity of need.
- 329
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At the end of nine months of instruction, eighty-five percent of the ESL stu-
dents were fo have ir;nproved their computational skills to an extent equal to or
greater than that of a controlled group as measuret_ivg):;L;hc;r;n;:utaﬁona| skills
section of the California Achievement Test, given in the dominant language of the

student.

After attempting to-evaluate t'  “-glish as o Second Language efforts, Wilson

~soncluded that "missing data" did not «.’:ow for an appropriate assessment,

»

Pre-school. Title | pré:school children between the ages of four and five, *

as a result of nine months of instruction, were to achieve on kindergarten readiness
tests (in September of 1975) a score equal.to or above those of children who were not

eligible for Pre-school services. The Wilson report indicated that this objective was

\

effectively met.

§
Day Care center-learning assistance. The forty-two Title | students enrolled

in the special reading project of the Demonstration Day Care program were to demon-

sirate reading growth equivalent to the national nom for the age and grade of children -

irnolved. The meaa;rement devices to be utilized in determining growth were to be the

Culifornia Achievement Test for first grade students and the Metropolitan Readiness

Test for kindergarten students. Testing was to take place in May, 1974, First grade

children were expected to achieve an average test score of 1.8 on the test battery

and kindergarten children were expected to score in the &5th percentile. The children
participating in the project were to show reading growth at the level of the control

group at the .on-Title | school, Lincoln , and exceed the reading scores of children N -

of the Title | coatrol group, Lord Sterling. The external evaluation of Wilson

334
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suggestéd that the program was 100 percent effective.

A variety of support services were provided as part of the prograr;'l. These
included psychological services, community services, and outdoor edu;:atior'xal
a;:rivities. A team of coordinators assisted the Title | director in supervision of the
program and in monitoring compliance wiih very strict State ard Federal°guide|ﬁnes.
Asan extens;on of the regular school year'sschedule, an extensive summer program
was in operation.

Students who participated in the program were identified by an elaborate State-

prescribed procedure to determine the school's eligibility.. Once this had been

Py
b

A

verified, decisions were made to assign students to the various component programs
based upon clearly defined needs-assessment data which included cognitive, affect-
ive, psychomotor, and health factors. Orly pupils who lived in éligible attendance

areas were allowed to participnte. Added to this was the requirement related to stu-

dents' levels of need as measured by standardized instruments or teacher recommendations.

Career Educdtion Project

The Career Development program was initiated in the New Brunswick public
schools in January, 1970. It was started as a cooperative effort of the New Brunswick
Board of Education and the State Department of Education; it was funded through the
New,'Jérsey State Legislature. It wc;s one of three such programs initiated in the State.
As a result of the success of this pilot ei;fort in New Brunswick, Rahwvay, and Camden,
a State model was developed-~that staté model is the program presently in operation

in New Brunswick. From the beginning in the three cities, the program has now grown
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to include 28 schuol systems in the State.
The New Brunswick program attemgizd to provide for career needs in three
basic areas: Career Awareness at_the elementary level, Career Exploration at the

m%ddle level, and Skill Preparation atthe secondary level. A basic premise u;idgr-
lying the proaram was that the more aware of or educ}gted to potential careers a
student becomes, the more able he or she will be in.making good career selections..
The thrust of the program had three co'mponents: préérarﬁmatié , curriculum
infegiation, and career guidance. Programs included were Technology for Children,

Introduction to Vocations, and Career Information and Job Counselling Placement.

Technology for Children (T4C). The three basic objectives for this component

were: (1) to aid students in laying the groundwc k for awareness, assessment, and the
(use of their many-faceted falents; (2) to supplement the learning of students in the -

areas of mathematics, language arts, scierice, and social studies; and (3) to expand

~

the learning of students in the areas of technology. In attempting to assess the com-

ponents' effectiveness in reaching these objectives, Education Systems,Resources -

drew the conclusion that: "...evaluation..ipresents two major difficulties. The first

is that the objectives are framed in language more suited to the statement of hypotheses

A
or goals and the second is the lack of data on student performance. "5 Favorable

comments were offered, however, on the management aspects of the component.

5. Education Systems Resources, "An Evaluation of the New Brusnwick Career
Education Project," January, 1974,




Introduction to Vocations. The Introduction to Vocations program had five

stated goals:
* 3
- to give students the opportunity 1> discover and-explore their
interests and aptitudes through self-analysis and exploratory
experiences in areas such as foods, clothing, health, business,
manufacturing, and power industries.

- to teach students to make sound educational and vocational
choices based on knowledge of self and of available resources
and opportunities supplied by the Career Resource Center.

- to aid students in their Jevelopment of ability to think
critically and use many varied methods in problem solving.

- to implement students' moral and ethical development of
acceptable standards of conduct and a philosophy of life
congruent with their level of maturity.

e

- to help students develop insights, understanding and skills
necessary for realistic appraisal, and the ability to cope
with the normal p.oblems of adolescerce.

: The terminal objectives students were to achieve wpon completion of the Introduction

s to Vocations component were:

- to demonstrate a positive work attitude by reporting to .
¢lass on time, completing all projects in the time
allocated, working well with others, helping other . o
students, and producing quality workmanship. .

- to have had hands on experiences in working with
various materials such as cloth, wood, metal, glass,
paints, and chemicals.

- to have had hands on experiences in working with
various machines such as drill presses, sanders, glass
cutters, sewing machines, and business machines.

- to be able to list a minimum of ten occupational
opportunities and their basic educational requirements
- within their community.

< P
N |




- to have prepared a folder from the occupational hand-
outs given by the teachers to he used for reference;’
the folder will contain a mininum of fifteen job titles
and their basic educational regsirements. ’

- to know how to use the occupational handbook to find
the title of the job and the basic educational require-
ments of his choice,

- to list a minimum of five occupations or job titles from
each of the five seventeen-day cycles that consist of
Business, Health, Home Economics, Manufacturing,
and Industrial Occupations,

Career Information and Job Counselling Placement. The Career IWformation

Center served as the hu‘b for the entire program's operation and, as such, provided

coordination and resources for the total effort, _ A mojor activity at this center was

de;oted to job placement where a special coordinator had been engaged with the .

specific responsibility fc;r assisting studentsin finding appropriate part-time'

employment, assisting students in_formulating future plans and decisions through

guidance, couns.elling » and work experiences, and assisting high school graduates(',.g"

former Stude_nts, and interested adults gain full-time employment. . -
In making a sur;lmary eval;ative statement aborit the overall e‘ffectiveness of

the Career Education Program, Education Systems Resources reported .that, "“The

New Brunswick Career Development Project, in the completion of its third year, is

a smooth running, viable operation. b

o

6. Ibid., p. 22.

-’




CHAPTER VIII

s

PARENT RESPONSES TO SCHOOL-RELATED QUESTIONS

Whether school professionals are- willing to admit it or not, parent in-put into
educational policies and procedures remains more a matter of rhetorical delivery than
actual practice in most public school systems. This circums.ance, caused by a number

-

of factors, is probably most attributable to two persistent attitudinal stances: school
. . Lot
officials have not been thoroughly convinced that parents can provide direction for
educational programming and have entertained the possibility only when pressed to do
so, and parents have not generally had the frame of mind to believe, with any assur-

ance, that their opinions about the schools would e seriously considered and

translated into educational practice.

In spite of the community-involvement thrust of the past several yzars and the

confrontations it sometimes generated, the relationship between most schools and their
parent constituents, in terms of planning and providing educational programs, has not
been substantially changed. In many respects, schools and parents are |ar§e|y dis-

associated and tend to know less about cach other than is generally assumed, Communi-

cations between the schools and parents has had a tendency to represent a one-way
channel which leaves communities minimally informed about school matters and does

little to improve the schools' understanding of how parents feel about the educational

: \
process. . . )
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Sc'hoo! people often make assumptions about parent attitudes toward the ed‘u-
cational system even when they have little ata to validate their approximations.
Rarely do they systematically and consistently canvass their school communities to
assess parent feelings‘and opinions related to school operations. Attempts at this, of
course, require considerable effort, but the importance of an accurate perception of
parent attitudes toward the schools and their practices should not be minimized or
overlooked.

In the conduct of this study, parents were viewed as essentiall participants.

xeesd
Their responses to scf;ool-related questions were elicited to provide a better under-
standing of parent involvement anarfeelings which were associated with a number of
educational concerns. The statements parents made, at least in part, had some eval-
uative implications which provided an added dimension to the research. A series of
questions were asked of parents which drew attention to the following areas:

- Contact between the home and the school system

- Parent involvement in planning children's educational
programs ‘

- Parent awareness and ratings of educational efforts

- Parents' racial attitudes and perceptions of the schools'
race relations

The questions presented to parents were by no means all-inclusive and certainly
failed to speak to many of the interests which were shared by varioos school partici-
pants. The issues raised were, nevertheless, thought to be important and were

selected to provide sorie similarity in the kinds of queries which were asked

throughout the study.
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Contacts Between Parents and the. Schaal System

Contacts between parents and the schuol system take a variety of farms, but for
the purposes of this study, they were defined ir terms aof schoal visitatians, communi-
cations by the schaals, dnd attendance af‘parents. at schaal board meetings. The
adequacy of these assessment measuresmight have been questionable, but-fhey did seem .
appropric;te enaugh to sdggest the extent to which thetschool district and its adult cli-

ents had been in tcuch with each other.

Parent Visitaticns

Parents were asked rather directly abaut their visits to the schoals with this ques-
tian: "How many times have yau visited any of the public schaols during the last twelve

months?" Their responses are reported in Table 8.1.

[ g

A significant mdjarity (82.6 percent) of all respanding parents indicated that they
ha2 visited one of the schoals-at least ance during the past year’\., Nearly one-half
of the sampled parents (47.7 percent) reported that they had begn to the schools four
times ar more during the twr !ve-manth periad. Hispanic parents visited the schools
most while white parents had the least visitatians. The relatively small number af
parents (17.4 percent) wha had not visited the schaols suggested that they had no rea~
sons fo do so. Some visiting parents went to the schoals to share positive experiences,
" but most of them were summ(,dﬁed there ta deal with "deviant" behaviar ofﬂtl;eir.c':hil-

dren: The 72.7 percent of visiting porents w! - found themselves in schoals to seek

resolutions for student prablems suggested that the large number of school visits should
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be viewed in negative rather than positive terms. In spite of the circumstances under
which parents made their visits, an overwl.elming majority of them (93.4 percent) felt

welcomed by the schools and entered them with no trepidation created by the profes-

’

sional staffs,

Table 8.1

Parents' School Visits During
Last Twelve-Month Period
(percent in each number category)

Number of Visits
Racial two or four or Total
Group One three more None
White 18.5 13.0 © 444 241 100 (n= 54)
Black 12.7 . 25,5 ° 45.1 16.7 100 (n=102)
Hispanic 0.0 29.7  59.5 108 - 100 (= 37)
Total  11.8  23.0 47.7  17.4 100 (N=193)

School Communications

-

The question, "How many times have the schools communicated with you during
the last twelve months? ," was presented to parents. The term "communicated" was
not defined in the question and was left for parent interpretation. Responses are re-
corded in Table 8.2, where a pattern similar to that in the preceding one can be
observed.

A significant majority of parents (82.4 percent) indicated that the schools had

communicated with them, but like school visitations, most communications were
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r

cssoc?iuted with negative student behavior. Of the parer;ts reportiné communications,
81.5 percent noted that at least one comn Lnique related to such things ds student
fights, suspensions, or lateness. About 36 peizent of the parents (this included some
overlap) identified the communication they received as a school announcement. His-
panic parents received the mos‘t communications and white parents were the least
recipients. Again, because of the nature of ;nost communications, the largeness in

number_had negative rather than positive implications.

>
Table 8.2
TN Number of School Con'-lmunications with Parents
\\ _ During Last Twelve Months -
o . ) (percent of parents in each response category)
= — Number of Communications
+,Racial ] two or  four or Total
.o ,G?‘:;°Up . One three - more None ) N

White 5.7 . 20.8 453 28.3 100 (n= 53)

Black 9.9 31.7 . 42,6 15.8 100 (n=101)

Hispanic 0.0 43.2  48.7 8.1 100 (n= 37)

Total 6.7 31.1 44,6 17.6 100 (N=192)

Parent Attendance at School Board Meetings

The frequency with which parents attended Board of Education meetings was de-
termined by asking the question, “How many Board of Education meetings have you

attended during the last twelve months?" The reported attendance is recorded in Table

8.3.
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Table 8.3

- The Number of Board of Education Meetings Attended
' by Patents During the Last Twelve Months
(percent of parents in each response category)

~ Number of Meetings D
Racial twq or four or Total
Group One three more None
White . 8.9 0.7 3.6 76.8 100 (n= 56)
Black 7.7 7 15 9.6 71.4 100 (n=104)
'Hispanic  10.8°  29.7 8.1 51.4 100 (o= 37)
2 e
Total 8.5 14.6 7.5 69.3 100 (1=197)

A relatively small percentage of black (28.6 percent) and white (23.2 pglicent)
parents indicated that they had attended Board méetings during the past year. This
was not true with Hispanic parents, however, since nearly one-half (48.6 percent) of
them responded affirmatively to the attendance question.

In response to a following question, 53.4 percent of all answeriqé parents re-
ported that they did not know when nor where Board meetings were held: They did not
suggest, though, that an awareness of the times and places would have made a difference.
Abou; three percent of the parents indicated that the;' knew about the meetings but did
not feel invited to attend, while 9.1 percent of them did not have time and 4.6 perf:e.lr‘xt.
were working. | ‘

In another question, parents who had attended a Board meeting (n=60) were asked-

how they found out about it. Nearly one-third of the parents in this group reported
. T

\\\
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that they were notified by school officials and the others suggested that someone, other
L4

than a school person, had told them. Wher the respondents were looked at collective-

ly (N=197)-and it was discovered that only about twenty of them (10.5 pércent) had

o

been officially notified of Board meetings, the schools' communication system seemed
Y | Y

to be questionable. Implicit in the questioning, however, was the assumption that . _
. ‘ -

parent attendance at Board meetings was viewed by the school system as being desirable.

4

IO

o . i
Y

3w : ) R U .
. ‘Parent Involvement in Plannirig Their . .

Childrens' Educational Programs

.o

The involvement of parents in planning their childrens' educational activities
e

was assessed by examining their awareness of the |:;rogram and class assignments of their
_youngsters, the opportunities they were provided *> examine and approve these assign-
ments, and the extent to which program decisions were made through joint planning -

by parents and school personnel. Responses to questions focusing on these concerns were

*

not associated with any particular school grade level,.even though it was realized that

the degree of garent participation might normally vary in accordance with the differences

in grade-level structures. . .
. :
In responding fo the question, "Do you know what program your child/children

>;:\/

is/are taking?," most parénts answered in the affirmative. Along racial lines, 85.7

o
14

percent of the white parents, 82.8 percent of the black parents, and 75.7 percent of

s

the Hispanic parénts indicated an awareness. When parents were asked, "Did the school
4 .

give you an opportunity to examine and approve your child's/childrens' program of

- " studies or class schedule? ," the responses were much less affirmative. This might have

Aoy
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been caused by the question's implied reference change tince it seemed to speak

-

more to parents of secondary school studeris. A little more than one-half (54.3 per-
cent) of the parents indicated that they were given a charice fo approve their child's
program. |t might have been reasonabl)" assumed that most of the negative responses

i

(45.7 percent) came from parenfs who had children in' the fower grades.

1

Answers fo the question, "Have you been involved in planring, with school _
t . /

officials or teachers, your child's/children's program or class schedule?," su estéd -
r Y i prog ggested

—_

that. consultation betwetn parents and school personnel about students' program chiaices

and selsctions 'were somewhat-limited, This is shown in Table 8.4 where.a §ummar»

-

of parent responses is presénted. | .

Table 8.4 T
Parents' Involvement with School Officials in e T
Planning their Childrens' School Programs
(percent in each response category) _ C e

r—— * ’ N
Were you involved? ’

s Racial ‘ Total
\ Group Yes No

White 21.3 78.7 100 (n= 65)

T Black 3.6 667 100 (n=110) 7

(8 i

Hispanic 27:0~~_ 73.0 100 (n= 37)

Total 27.7  72.3. T 100-(N=212)

~ t ‘. -, .
T -i?‘tsppewx three-fourths (72.3 percent) of the responding parents s
had not conferred\i with school representatives about educational planning for their

children. When ‘looking at §choo|-parént planning \b;"r?:‘ci'al grogp&ﬁblad( parents

et PV
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(33.6 percent) were most invol;/;a;l 7whi|e whih; pc;;enfs (21 .73 percent) were included -

least in this kind of activity. . s - B

Judging from parent answers to the quesiion, "Do you feel free to talk to your

child's teac..2x  -unselor, or principal about his/her progress or for any other reason?,"

the schools did nc! seem to iuhibit school-par..1* planning. A significant majority of

parents (89.9 percent) registered affirmative responses to the query. This was partic-

‘\ ularly meanin 1} wh.n it was coupled with the large number ot parents (93.4 percent)

| .

who felt welcore in the schools.

Parents' Awareness and Evaluation of the

. Schools' Educationa! Efforts 1

Parents were asked to make some general evaluations of the total educational
system‘and were also requested to indicate their perceptions of the schools' under-
standing of student needs. Drawing attention to minorify-groué students, questions g .
were pre- ..«d to parents to determ%ne their awarenegs ond assessmen; of special pro- |

grams which had been designed tc meet the particular requirements of black and

Hispanic youngsters.

General Assessment of School Efforts’ : o L

, . The question used to get n general rating »f the school system was, "When you
consider the total operation of the schools, would you say they are doing (1) an ex-
cwilent job, (2) a good job, (3) a fair job, or (4) - poor job?" Parent responses to

this query are reported in Table 8.5.
| 343
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e i

Table 8.5

m e e e : Parents' General Ratings of the Schools'
Performance
(percent in each rating category)

Schools are doing:

Racial

. excel- good  fair  poor Total
Group lent job job  job
job
White T 11,5 344 39.3° 14.8 100 (h= 51)
Black 14,9 31.8 38.3 15.0 100 (n=107)

Hisanic  34:2  40.0  14.3 11.5 100 (n= 35)

Total 17.3  33.9 34,4 14,4 100 (N=203)

When Tabl_e 8.5 was collc;;ped into two columns, it was almost evenly balanced
with negative and positive responses. The majority of parents (68.3 pel:cenf)', in all
racial groups, fell between the two extremes of excellent and poor. Th‘ik;éu“g:qﬁe;ted
that most of the respondents viewed the total school system as being about average.

Parent perceptions of the schools' efficacy in preparing young people for future
careers were decided by responses to the query, "How well do you think fh_e school is
»reparing your children for a future career?" Table 8.6 presents the quastion's results.

Most parents (56.8 percent) perceived the schools as doing rather well in prepar-
ing young people for future careers, Falling between the extremes of "very well" and

"not at all" was 78. 9 percent of all respondents, which was suggestive of at least a

moderate rating of career~preparation efforts,

~
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Table 8.6

Pa:%nt Perceptions of the Schools' Efficacy in
Preparing Students for Future Careers
(percent in each response category)

Schoo™ are preparing:

Raciai very rec not not Total
Group well ab. . well very at
well all
White 5.8 . 42,3 48.1 3.8 100 (n= 52)
Black 13.5 50.0 28.1 8.3 100 (n= 96)
Hispanic  35.1 6.2 48.6 0.0 100 (n= 37)
Total 15.7 41.1 37.8 5.4 100 (N=185)

Moving cway from the overall performance of the school district and focusing
directly on the instructional staff, this question was asked of parents: "Generally
spéalgin'g, do you think your child's/childrens' teachg&; are doing a good job?"

The question was not presented to Hispanic parents because it was inadvertently omit-

" ted from the questionnaire when it was translated into Spanish. Of the 142 responding

black and white parents, neoriy 30 percent reported that they did not know or were
not sure if teachers were doing a good job. About 50 percent of them felt bositive

about teacher performance while 20 percent had the opposite view.

Schools' Understanding of Minority=-Group

Studerit Needs

A. Most parents (53 percent), including a high percentage of Hispanics (41.7 percent),

were not sure about the schools' understanding of the special educational needs of
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Spanish-speaking students. This was indicated by responses to the question, "Do you
think school .officials and teachers, in gencral, understand the special educational

needs of Puerto Rican students?," which are reported in Table 8.7. The percentage

of parents who reported a sureness were about evenly split between "yes" and "no."

Table 8.7
A - . Parent Perception;;rSchools' Understanding
of Special Educational Needs of
Hispanic Students
(percent in each response category)

Schools understand
Racial Total
Group yes no not sure

White  28.6  14.3  57.1 100 (o= 49)

Black 14,5 35.5 50.0 100 (n= 90)

Hispanic  25.0  33.3 41.7 100 (n= 36)
Total . 23.5  23.5- 53.0 100 (N=175)

When the same "understanding of educational needs" question was asked about
black students, the responses were quite different. The "not sure" answers were much
less for black and white parents while there \n;as a significant increase of Hispanic re-
spor;se; in ‘this category. A slight majority of white parents, who committed themselves,
felt the needs of black students were understood by the schools' personnel. ‘The numberﬂ : o

of black parents who expressed an opinion, as seen in Table 8.8, was almost twice as

many in the "no" category as in the "yes" cctegory.
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Table 8.8

Parent Perceptions of Schools' Understanding of
Special Educational Needs of Black Students.
(percent in each response category)

Schools understand

Racial . N Total
— - —Group T yes no not sure

-

White 38.8  30.6  30.6 100 (n= 49)

e Black ——23.8 45.27 T 31.0 100 (= 84)

Hispanic 3.0 12,1 84.9 100 (n= 33)

Total 24.9 343  40.8 100 (N=166)

Awareness and Evaluation of Special Programs

Most black and white parents (73.6 and 67.3 percent, respectively) were not 1

H

aware of any special programs for Hispanic students. As one would probably have ex-
F

pected, a high percentage of Spanish-speaking parents (83.8 percent) reparfed an

awareness. Almost without exception, "bilingual education" was identified with the
schools' special programs f.r Puerto Rican youngsters. Parent evaluations are
presented in Table 8.9. ' ¢

A relatively low number of non-Hispanic parents rated special educational pro-

- grams for Spanish-speaking students. This seemed to suggest that the most reliable

evaluation would come from Puetto Rican parents, as opposed to others. The majority

of them (60.3 percent) gave an appraisal of "effective" or "very effective, "
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K _ Parent Ratings of Special Educational Programs
for Hispanic Students ’
- - (percent-in each response category)

Table 8.9

e

I
b ———
Ratings
Racial very effec~ not not Total
Group effec-  tive very effec- .
tive effec- tive
tive at all

White 33.3 44,4 55  16.6 100 (h="18)

Black 8.3 45.8 41,7 4.2 100 (n= 24)

Hispanic 24,7 35.6 34,2 5.5 100 (n= 31)

Total 21.9 41.1 28.8 8.2 100 (N=73)

When parents were asked the question, "Are you aware of any special programs
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which have been set up to meet the educational needs of black students? ," the re-

sponse pattern was somewhat different than it was when the same question was asked

about Puerto Rican ydangsfers. Only one Hispanic parent (3.1 percent) made note of

an awareness. Two-thirds of all responding parents, including black respondents, indi-

cated that they were unawdre of any special educational programs for black students.

The parents who reported dn awareness of such programs identified them rather evenly

as, Black Studies, reriedial mathematics and reading, and Title-funded programs.

Ev;aluations by the "aware" parents are reported in Table 8.10.
y po

The large number of respondents who were not aware of any special programs

minimized the number of parents who could offer evaluations. Even though the
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evaluating group was small (N=58), it might have had some assessment value. Most
black and' white parentsiir; the evaluating group (74.2 percent) rated the special

programs for black students between the two extremes of "very effective” and "not -

effective at all." The one evaluating Hispanic parent assigned a value of "very

effective."
. / "
/Table 8.10
Parent RMF Special Educational Programs
" for Black Students
(percent in each response category)
! Ratings
Racial very effec-  not not Total
Group effec- tive very effec~
tive effec- tive
I , tive atall ,
White 14,8 25.9 40.7 18.6 100 (n= 26)
Black 9.7 548 258 9.7 100 (n= 31)
Hispanic  100.0 0.0 0.0 0.0 100 (b= 1)

Total 12.0 41.4 32,8 13.8 100 (IN=58)

Rating of School Efforts to Meet Needs
of All Students

No questions were asked of parents which spoke fo the special needs of white
students. The reasons for: this omission were made obvious by the focus of the study.
Some attention was given to the concerns of white students, however, when parents

>

were presented with the question, "How wouldyourate the school as itseeks to meet the

~—
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e

needs of all students?" This query was designed to et parent assessments of the gen-
eral quality of education which had been afforded students, irrespective of th:ir racial

groupings. The results of the question are reported in Table 8.11. - -

"~ Table 8.1 ' -

Parent Ratings of the Schools' Effectiveness
in Meeting the Needs of all Students
(percent in each response category)

Ratings
Racial very good aver-  below aver- + Total
Group [ good “ age age or poor
White 8.8 17.5 31.6 42,1 100 (n= 57)
Black .1 22,6 441 32.2 100 (n= 93)
Hispanic 5.6  13.9 47,2 0 33.3 100 (n= 36)
. Tol 43 19.1  41.5 35.1 100 (N=186)

’
Few parents (23.4 percent) perceived the schocl as be'igng '"good" or "very good"
in terms of effectiveness. An ov‘erwhelming majority of them (76.6 perce;xt) provided
a rating of "average" or "below average or poor." The perceptions of parents differed
very little along racial lines ar * seemed to suggest an existence of common beliefs,
among racic;l groups, about the quality of the schools. The inconsistency between
parent responses in this instance, where ratings had a low leaning, and the more bal-
anced ones in Table 8.5 might have been caused by the interpretation parents gave to
"needs of all siudents" in the latter case. The two questions which produced different
kinds of answers appeared to be very similar but were actually quite different. Con-

sequently, they drew variant responses.
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Parents' Racial Attitudes and Perceptions of

Race Relations in the Schools

A determination of parents' racial attitudes, by itself, woglfj require a more in- —
volved and complex study. In the §6nduct of this research, no,at}emp.t was seriously
made to get a rea’l url;derstand'mg of how adults in the different racial groups felt about
each other. Efforts at secu;ing a sense of parents' racial attitudes did not extend beyond
the asking of one rather simple question, "Would it matter if your ckild brought a class-
mate home for o visit who was of a different racial or ethnic group than his/her own?"
Hispanic parents did not respond to the question since it was advertently omitted

from the Spanish-translated questionnaire. How black and white parents responded is

presented in Table 8,12,

Table 8.12

Black and White Parent Responses to
the "bringing home a classmate
of another race" Question
(percent in each response category)

——

roo. Would it matter? gt

Racial not Total
Group yes no sure .

White 16.4  69.1 14.5 100 (n= 55)

Black 9.4 83.3 7.3 100 (n= 96)

Total 1.9 78,1 9.9 100 (N=151)

A large maiority' of black (83.3 percent) and white (69.1 percent) parents re=

sponded affirmatively.fo the question even though the difference in percentages was
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significant. As compared to black parents, more white parents (+7.0 percent) objected

to their child bringing a classmate of a different racial group;\\' kome, and more of them
/

(+7.2 percent) were unsure of their feelings. Even though blgck parents seemed 10 be

's "other-race" classmates, there was a strong

/ more accepting of visits by their children's

indication that most white parents would be supportive of such occurrences. -—

A high percentage of parents, in all racial groups, believed there were problems
! i

.

~

in the scho?ls between students with different ethnic and racial backgrounds. The

~ percentage of white and Hispanic parents who felt this way were almost equally high
(83.0, n=53 and 82.9, n=35, respectively) while the percentage (75.8 percent) of
black parents was also high but somewhat lower. The seriousness of those problems, as

perceived by these parents, is reported in Table 8.13.

Table 8.13

Parent Perceptions of the Seriousness of Problems
Between the Schools' Racial and
Ethnic Student Groups
(percent in each response category) “

Problem Seriousness

Racial ] Total
Group extreme-  very not too not serious
ly serious  serious  serious  at all
White 29.8 40.8 23.4 6.4 100 (n= 44)
Black 7.7 29.5 43,6 - 19.2 100 (n= 72)
Hispanic  19.4 32.3 32.3 6.5 100 (n= 29)
Total 716.5 35.3 35.3 12.8 100 (N=145)

The perceptions of seriousness, from one view, appeared to be divided along

racial lines. A majority of white (70.6 percent) and Hispanic (51.7 percent) parents

o
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believed the problemf were either extremely.serious or very serious, while the ma-
ority of black parents (2.8 percent) felt they we;';;xot too serious or not seritus at all.
When Table 8. 13 was collapsed into two categories, there was more eveness in the
distribution of the ;esponses. Looking at the table another w;ay , most perceptions of

~

two extremes of "extremely serious"
. » A;/

* L e

parents, in all racicl groups, were between the
and "not serious at al!." Viewing them this way seemed to provide a more accurate

reading of the responses. The responding parents, fo?the most part, suggested that ﬂ;e
problems between student racial and ethnic groups were not "Ol;f ~of-hand" but, at the

same time, should not be casually dismissed.

Summary and Discussion of the Findings

Parents were asked a series of questions in an effort to better understand the ex~
tent of their involvement in the educational process and the way they felt about a
variety of school-related issues. In soliciting responses from them , attention was fo-
cused primarily: on (1) the contact between the homes and the schools, (2) parents’
involvement in the planning of their children's educational programs, (3) parents!
awareness and evaluation of the schoels' educational efforts, and (4) the racial atti-
tudes of parents and their perceptions of the schools' race relations.

Parents did, indeed, visit the New Brunswick schools and tended to come more

v

than once during the course of the year. In relative terms, Hispanic parents were the

most frequent visitors while black parents were second in this fespect. The visits of -

white parents were rather high in number but somewhat less than those of parents in
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other racial groups. The numerous school visitations made by parents did not usually

have a positive tone since most of them resulted from what was perceived as n 1gati;/e S
student behavior. There seemed to be a slight correlation between the number aid
frequency of parent visits and the racial group with which they were associated.
School communications followed the same pattern as parent visits to the schools.
They tended to speak, for the most part, to students' "deviant" behavior and appeared
to have a relationship to raciql groupings: Again, and in relative terms, ‘Hisp;mic par-
ents received the most qpm:rp‘qn'ications and were followed in order by black and white

parents.

,
2

Parents in all racial groups had.not, in appreciable numbers, attended any Board

v . N "

of Education meetings during the past year. THe percentage of Hispani¢ parents who - -
had been in attendance were, however, higher than that of parents in other ethnic

circles., More than one-half of the respondfng parents indicated that they never knew

o

when nor where Board meetings were held. Only about ten percent of them reported
that they were notified by school officials. This seemed to suggest that either the school .

system's communication network was extremély poor or that the Board had little desire

to have parents attend its meetings. . T

A very high percentage of parents suggested an awareness of their children's pro-
gram of studies andclass schedules, but only a slight majority of them reported that
. they had an opportunity to examine and approve them before they were finalized.

. {
This difference in response, however, might have been misleading since the question

which produced it spoke more directly to parents of secondary school students than to
354
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.

parents of children in the lower grades.

Alnost without exception, parents felt welcome in the schools and free to talk

4 - * ’ <

with all school personnel about their children's progress as well as other topics. In
< ! o’ » )
spite of this, they tended not to get too involved with school representatives in the

planning of their children's educational activities. ' o -

The schools! overall operation was viewed by the majority of parents as being
about average. They were not, however, willing to give more than a less~than-

moderate rating to the-schools' effectiveness in meeting the needs of all students.

Parents probably reacted to fhe;e question, which stimulated their responses, with a con-

1

cern for their own reference gl:bup. If this wds the case, the ratings would suggest that

parents in each racial group did not believe the schools were effectively meeting the

-
b

particular need; of their children. =~ . .- !

Only about one-quarter, of the parents felt that the schools understood the special

:’*‘\" = —— . . ) e - H
- ‘needs of b\lgck and Hispanic students. Most black and white parents were not sure, in

re?afion to Sp‘dhish-speaking youngsters, nor. was a large number of Hispanic parents. S
Black parents tended to feel that the schools did not understand the needs of their chil-
- . dren while Spanish-spefnking parents, m this regard, were overwI]elmingly unsure.
White parents were evenly split and could not be identified by any particular leaning.
quck and whife parents were not generallyi aware of any special educational pro-
g‘Fc:::'7ms for Spanish-speaking students and Hispanic parents knew clmost nofhing about

such programs for black youngsters. Slightly more than eighty percent of the Hispanic

parents were aware of special programs for their children. On the other hand, only
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3

about one- rhird of the black.parents were aware of such programs for their children.

P.sarto Rican parents, probably the most legifimate parent group for rating
Spanish-speaking programs, tended to view the schools' special efforts in this area as
bein(. reasonubly effective. Since the number of black parents who had an awareness

of special programs for their children was limited, few of them were in a position to
) *

make evaluations. Of the black parents who did offér a rating, most made an assign-

mént of "e.ff;active.“ White parents, for }he mosl: part; believed that special programs
for Hispanic youngsters were rather effective but did not feel this way about similar
programs which had F)een set up for black studentls.

Attempts at measuring racial attitudes of parents were, at best, minimal and in-

volved the asking of a single question‘:whicherehted to parent feelings about their
) ]

4

children's "other-race" classmates' visits with them ot home. This question was not

asked of Hispanic parents because it had advertently been omitted from theSpanish-

-

translated questionnaire. Mosi black and whi;e par;e,nts,' even though-the biack parent
percent;:'qe was much higher, indicated that it would not matter if their children brought
a clgssmate home for a visit who was of a different racial group than his or her own.

A very high percentage of parents, in all r‘a‘cial groups, believed that problems-
existed in the schools betweenj students of different racial and ethnic backgrounds. A
much higher percentage of white c:md Spanish-specking parersﬁ's perceived the problems
to be extremely serious or more serious than black parents seemed to feel. The gen;aral

. ; .

response of all parents, however, seemed to suggest that the perceptions of problem

v

seriousness fell between the two extremes of "extremely serious" and "not serious at all. "

-~

-
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Recommendations

1. \METHODS 'OF COLLECTIN/ AND PRESENTING SCHOOL 11+ ORMA-
TION NEED TO BE IMPROVED. A MORE SYSTEMATIC WAY OF
INFORMING ALL PARENTS ABOUT THE SCHOOLS AND THEIR ACTIV-
ITiES SHOULD BE DEVELOPED.

Responses to some of the item, on the survey instrument strongly sujgested
that most parents were not very well informed about the schools in general
and their programs and activities in prrticular. This was somewhat evi-
denced by the extent of parent unawareness about special activities for

__ minority-group students, parent uncertainty about the schools' under-
standing of student needs, and the signir.cant number of parents who were

unsure about thé" quality of the insrructional staffs. ’ z‘

J’_J\ Fhomeebie,

Considering the large number and variety of activities which exist in the

schools to serve different student needs . it was surprising that parent un-

familiarity with them was so pervasive. Onssume from this that
_very little had been done by the scheols to keep parents informed. It

-  would seem helpful to the homcs and the schools if parents knew about

all of the educational programs, thelr cbjectives, and the direction in
which they were moving.

The difference in po-znt perceptions of mary educational activities in-
dicated that many parents had to either giess about the-operations of the
schools or were drawing upon different information sources.

It is imperative for the schools to re-evalyate the process by which they
gather information ubout themsely,es and the method by which it is dis-
seminated. The existing methods are obviously ineffective since they

~ provide no assurances that most parents will, at least, kave a modest

' understanding of the many things that o~cir within the schools,

2, COMMUNICATION BETWEEN THE HOME AND THE SCHOOLS SHOULD
BE RE-EVALUATED WITH PARTICULAR ATTENTION GIVEN TO DEVEL-

. OPING MORE POSITIVE CONTACTS BETWEEN PARENTS AND SCHOOL

"PERSONMEL,

\ " This recommendation is, of course, closely related to the preceding one.

{t does, however, have a different focus. There wos a significant number
\ cf parents who reported that they had not received one communique from
he schools during a twelve-month period. Most parents who had been in
munication with the schools reported that the contact had develcped
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out of undesirable student behavior. It seemed from this that the ma-
jority of parents had either not beein : communication with the s:hools
i all or were contacted only when th:ir children were in difficul‘y.

Contacts between the home and the schools have generally had a negy-
ative tone. This, undoubtedly, has made parents become leery when
they received communications from the schools. It would seem im-
portant to minimize the negativism which has come to be associated
with school visits or correspondence. This might be partly accom-
plished by insuring that all parents are contacted during the year and
that the contacts will speak to more than the problems lech young
people somet.mes create, f

MZETINGS WHICH ADDRESS EDUCATIONAL CONCERNS AND ARE
INTENDED TO INVOLVE PARENTS SHOULD BE ADEQUATELY PUB-
LICIZED AND SCHEDULED AT A TIME AND PLACE THAT IS MOST
COMVENIENT FOR ALL OF THE POSSIBLE PARTICIPANTS AND
ATTENDEES.

Meetings which are held for.the purpose of informing or including
parents should be adequately arinounced and held at a time and place
which allows for maximum attendance. The fact that more than one-~.
half of the sampled parents did not know when nor where Board of
Education meetings were held should raise some probing questions.

If the Board is seriously concerned about parents attending its meet-
ings, it should make more than minimal efforts to secure this result.
It could br gin by canvassing parents to determine the time which is
best suited for them to be in attendance.

Parents who visit the schools, in spite of the purposes, should be given
more time options which are not within the normal school day. Visits
to the school should not always disturb the normal 1outine of parents.
The time and convenience sacrifices should be equally shared by the
home and the school.

PROVISIONS SHOULD BE MADE TO GIVE ALL PARENTS A CLEAR
UNDERSTANDING OF THEIR CHILDREN'S PROGRAM PLACEMENTS
AND CLASS ASSIGNMENTS. PARENTS SHOULN KNOW BOTH
THE SHORT AND LONG-TERM IMPLICATIONS OF THEIR YOUNG-
STERS' SCHOOL ACTIVITIES.

When parents are given the opportunity, many of them will routinely
endorse the program or class assignments which the schools make for

Al
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their children. They often do this without a clear under.tanding of the
assignmeints but with a belief in the schools' ability to make the most
judicious educational decisions. All parents are not uisle to interret
their children's placement in programs and classes with the same d..gree
of clarity, and some of them may inadvertently give permission for ti. 'ir
youngsters, in terms of their expecrations, to be improperly placed.

RBefore student programs and assignments are finalized, the schools should
assist parents in understanding what they represent and where they will

1e6d over a period of time. This may be accomplished through the tra~

ditional conference or by detailed correspondence. Either of these would — - --
require considerable effort but whatever the requirements, -parents:shou'd

clearly understand what their children are assigned to do in school and

where the assignment will take them, -
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